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* “the counselor has at 1eés€brudimentary skills g

4

Preface

-

»

‘3

The .goals of this monograph ‘are bﬁsiéat;y practical. We do not
A L] s \ N

P

N | .
H . "
parent e€ducation. We do

intend to develop an extremely scholarly pxeséntation and analysis of

3

all . of the material on intend, however, to

/
- Y : .
provide the elementary counselor and other interested professionals

P

with some basic information about sevéral‘models of parent tréining..
[N < ,
. In addition to this basic information whi®® can be vieweéd as primarily
- : ‘ ;
-~ . ~ .
an overview, we hope to provide some practical considerations which
. . . i .

Will be of assistance to professionals institutingf{parent edﬁcation or’

parent éounseling programs at the local level. We also.include a

. R \ L4
bibliography at the end of each section that will provide further
> |

. s LA
information specific to a given model. ‘ . N
No counselor or other pupil personnel specialist §hou1d be’ expected

to be competent to carry out a.proéram of'parent education on the basis

of this monogra;hrﬁlone. We are assuming that all persons setting up

pareﬂt;education programé,wiil have had appropriate professional training'

S
-

in some qf the skills that are seen as prerequisites to participation
< s P )

in a counseling program. Various models of counseling disagree as to

4

the nature of the basic skills, and we make noﬂattempt to determine what
. ;hey'should be for a giVen‘céunselor in a gi6én setting.
that some type of traipning progiam has cerpffied or will cefgiff that
R ~ :
/r PN
= . K

-

"‘ ’ s . .
We follow as much as possible the same ofitline or presentation with
< ¢ ’ - ¢

each of the mode1§76é parent education. This outline is as follows:

.

l. . /,/' _iv L ) , - . )

We do hssquzf’//y’/ff _;
/

e

Lt}




4
+
el
.

PR

L é .
< . * . . fﬁzg .
- -
1. History : ‘ ‘ : s .o
" 2. Basic‘Assumptions u
) S Goals o . i )
3 - M .
. ’ 4. Training Procedures ; ° - © o
5. Training of Trainers ¢ ‘
6. References and Resources S ) ’_ N. : £
The history, basic assumptions and~géals of each of the‘yejor modele of
. parent educa;ion are presenyed‘so that‘parent educato;s or prospective
. " parent educators cé% determine ehe model that_beet fits their personal
styles and best meets the needs of their particular ‘settings. In this
manner, the parent educator can opgrate as a moib 1nformed consumexr of
AN
' \ theories end training~procedhres. T .
P
. - ) The pr%par; exception to this qptling\}nQOIVee the séction dealing
. with Training of Tra?ners. Very few of the models givétspecifice on ﬁ?ie
- ! .

7 point, resq;ping in gape'in;the outline., These gaps represent deficien-

cies in the litérature.

-

The chapter titled "Guide. for Getting Going" deals with issues that
/

arise when a parent education progtam»is started. These are issues that

need to be con31dered by every parent educatox regardless of theoret1cal
-

orientation. Our general sﬂagegtlons for parent educapors are 1ncluded

w11 this %ection. " Suggestions reldﬁiné*to specific models of parent edu~
. R i . N TN
' cation dre presented at the time the model is reviewed. e
® o ‘ R -

4

.' - . - v
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. - .
Introduction
’ ¢
- Pf~\ ) Definition of Parft Education o ..

.Y

Prlor to the review of models and techniques of parent training,

* L

. v
seme type of consensus on the definition of the term "parent training"

& »—

must be reachéd. We are aware of the complexity and_difficulty of the

. . ‘ .
various tasks of being a parent. For the purposes of this monograph, we

N
‘ -

use a kroad definition of "parenting” that covers all responses, activi-

- \
(N

ties, d skills involved in child management, child rearing, parent-

.

child commﬁnications,'and general care of a child. We are wéll aware:
i - ' L

that this definition is vague. We are .also aware that parenting skills

are clearly a function of a number of variable§ such as innate and

reflegive responses, social and personal values, inv1ronmental circum-

,stances, and a multitude of less ‘obvious varlables.

¢

Since we are unable to define parenting even to our own satisfaction,

s @ s

we are hesitant to défine "education" or “ttaining" (the terms will be:

used synonomously through thismonograph) Weé shall proceed with a simple
‘N 1

1

definition of parent education L) the formal attempt to increase parents' -

. o /
awareness of and dcility with the skills of parenting. :

>

One might well ask why anyone would attempt to influence such a
complex "naturally" occurring Sklll ‘as parenting. One response to suc?h

an inquiry is an analogy'used by Lamb and Reidy (1975) comparing the
L

-

complex tasks of parenting’ and»speaking. Most people, barring some type

.

S




. A

of spe'c’:?al sitPatipn, learn to parent. Listening to those around us as

well as to oureelves coxifinr’i/s/‘%he opinion that some peopie are clearly .

,better speakers than others. 'There ate a numbex of 'articolatory errors., ’

repetitions, eubstitutions, .distortions, ‘dysfluencies, and other diffi-
N .

» ’ . .
culties demonstrated in speaking. With a task as complex as speaking,
various degrées of these probleis as well as particular skills can be

observed in each individual.

. .
. . . s +

The complex task of parenting is similar since we can abserve parti-

cular skills or lack of skills. When particular defﬂic‘its in speech are

-

[}
identified, services are available in mary community agencies such as
] . - ’ ;

+  schools for the improvement or remediation of the problem. Screening
L)
projects are often 1nst1tuted To 1dent1fy chlldren early so that they

\,

. A\
- can start to develop W1thm the normal or acceptable .range. 'In addltJ:on

ATY

development programs provided for all members of a group. Such programs

are often viewed' as a means of facilitating development as$ well—as serv

-

¢ v ‘

~' ing a preventive function.
. . - .
Parent training has similar goals. Increasing parenting ;E&;ss in .
parti

lar

’ ( s members of .the community, early identificatien of those with

needs, andithe remediation&{identified problems are the general goals

of all references reviewed for this monograph. Professionails working

. -

with chlldr?m and famllles .have in fact identified areas of parental *
functJ.onmg that appear to be related to children's functioning. These Y

professionals have accepted the role %f mtervenmg in a sn:uatlon to

-
»

increase the 1eve1 of par%nt§1 functioning in specific parents and in

’

the broader cotftmunity of parents. ’ . ct 4

’

K X :
to individual remediation prcgrams, we often find speech and languag'e/ .

f
? A

.

v .




Caplan (1964) speaks of the various types of .prevention pf mental

. [

\ . . Y . y . .. .
(\ illness. Caplan's model of Primary, Secondary, and Tertiary prevention‘

. - ! -
can be applied to the general area of professionals working with parents.

Most, interventions directly involving parents in the mental health of
5 - q * .

. “their children “focus. on dea'l;Ln'g with the parents of children who have

-

been identified as having particular problems of mental health. Working

with identified problems is Texfiary Prevention. Some programs in mental
. d TTT— -~ ) .
Health focus on working with’parents in the early identification of their

- children’s mental health problems. These projects fit into the level of
. : N ® Y-
-2  Secondary Preventions——Primary Prevention projects involve parents in

preIenting mental health problems . Our review of the Literat;uré identi-

~

fies very few attempts to provide Primary Prevention. The three excep- -
" tions to this %eficit are found in affective education (Cottingham,

R 1973) , elementary ccunseling with a developmental' focus (Lamb and
R R >

4

Deschenes, 1973), 4nd the parent training movement that has had periods

9 of growth and decline over the last 90 years (Brim, 1959) .
5 e \
: X |

"

3 . ¢
Distinction between Parent ‘Training and Therapy

The goals of therapy and training are similar and overlap in some

’

. . areas, but there is a distinction between them. The distinction is as

N ] 'S

. ’ unportant for parents as 1t is for the profess:Lonals prov:LdJ.ng both,
services_. Lamb and Reidy (1975) present the following table to del:meate
this distinction: - . ‘ y

e
.




Parent training is:

1., t{aining in child management

Parent training is not: .

1.

parent péychgtherapy

2. 'study of issues involved in 2. marital counseling
normal child development . ’
. . \.lé - . }
' “3.\ training in communication 3. primarily a way of helping
- Q?Kiiiéranﬂ communication the parents re-live their
J analysis- . own childhood
. ‘ ‘ ‘ v - . » b v
4. Dbased on the assumption that .4. a place for parents to com-
- spécific skills are related plain about their children
to one being a "better" parent . and "kids today"
+ " 5. time limited and usually short 5.« ‘long term and expensive
term o
6. task oriented -~ 6. person and rélatioﬁship .
. oriented .
N B

Therapy ‘ypically focuses on the affective domain while education and

3
- Ld A}

-

training work with‘the’gognitive." Therapy usually implies'hn existing

internalized proﬁlem; training does npt. ere e, of goqése, parent

trainers and therapists or counselors who would disagree with some of
these distinctions. It is important for counselors and parents ‘to clar-

- - i

ify the goals and procedures of both training and therapy. Both parties

to the implied contract between parent and trainer or paféng\and thera-
- A N L.

pist must agree on goals, proceduresr and values. | = .

< .

. a at r:.:'; 7

) Christensen (1969) suggesés that parents be v@éwed as people who *
need to learn and nbﬁ people who are sick. Since #hey need to learn,
eaucation and not therapy is the most approbriate approach.. If one

agrﬁes with. this position, it ig entirely fitting for school pgofessioﬁk'
g . '

"als to chlade:pgrgg;;edpcation in-their pfograms. ' A ’
- ™ . . N }'\/—\""
: - T |
0& . . . .
) M '

-
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i . *History of Parent Training . .
. — > . .
s !

storically, it can be assumed that the -first parent training.in o

- the/human race was children s observation of their parents ehgaged in
)

the eumplex Skills of parenting. Training has informal and acccmplished

L]

by means of children identifying with, modeling fnom, and imitating

v, N N
significant parenting adults in their environmment. We'can further y :
™
assume that the first attempt at formal parent training took place after

.
o v “

humans developed sufficient cammunicati?n skills fox grandparents ( f

other members of the group) to give suggestions to their children con-

4 .
cerning the.raising of grandchildren. . -

) Lo :
~ From this rudimen}§$§ beginning, parent training progressed to the

ancient Greek and Roman sagés, commenging,astutely on the rearing of

~

. future citizens. The £1rst historical reference With direct

h

77 .
? ‘thild Reari_g_by Brim (1959) ' Bgiq s history,of parent training indi-

[

‘ relevance\to contemporary parent training is Education/for

cates that eventhQPgh there were apparently active parent training -

programs in Europe during the eighteenth century, interest in this _
N
country caﬁe\into focus during the early part of tﬁe nineteenth century.
v
Brim notes several magazines appearing between 1830 and 1850 (Mother s

Magazine, Mother's Assistant, and Parent's Magazine) which evidence
) .

-

interest during this period. He cites other writers interested in.the
history of parent‘training o have traced group meetings of parentgfzzab
.America as early as 1813 an “maternal Associations” meeting throughout

the ‘country around 1820. He identifies the Child Stu' . Association of
- < °

America, founded in 1888 as: the Society for the Study of Child Nature,

-
LY

as the oldest United States roup With a continuyng parent education
¢ »\ ” ;‘ :
ﬁ’focus The National Congress of Parents and Teachers, founded around

- . ————

Y ‘ T . . . ./ .
. - v 4 . ; : - s ~
M . " N ’ ..
. \ ! ’ \F 5 i . .

7‘ \:

~e ,. « \\'\‘ < & .;..u b

.




2. . " L \expréss purpose , of educat:.ng parents in ch:.ld development» mé years

. S - 'betWeen 1(920 ana the early 1930° S, ,Br:.m notes, were partloularlyl active.

.\ .- ) i ) : mring “this per:.od; various /programs sprang up, and .pareht edu¢at.mn

L ,:- .- becamd professlonalized ‘due tQ the a\éliab:.hty of pr:.vate and govern-

' ot S A AP _

] v ment’.momes. Sc:ul:/ce‘s o’t’gvﬁm&lng d:.m:.n:.sh_eg_xn the m:.ddle tp '1 ‘e "1_936’45 .
. & and the. .fleld suffered‘ a setback in profess:.onal actlv;._ta.es. 'Br_:fi:x":s:—

L. : ‘ ; work 1nc1udes9a 11-st'o.f’ th:.rty-sux natlonal organlzatlons wh;.ch sp‘eclfy

v bw

< . . ’ - K ! -
R parent edutat.wx‘.as;a"goal. . \ / T “""i‘
. - ¢ - ® . - A _—

N This brief h1story from Brlm s work is presented to g1ve a perspec-

‘ .
- d

tive,on the f:Leld of parent tralnlng-parent educat:.oh wh:.ch 1nd1cates

- that even though a number of counselors, coun\selor ,educators, pupl%(pxer-
S . ' esonnel specza}lsts and other soc1a1 and personal 1nterveners feel they

T \ ‘

) ' are créatin; Qnew field ‘when they c}eal with parent training, they are

. ) ’ - .

5 ¢.% .. .in error: Others have been there previously. « ; : '
-, ¢ P ] A Y . 7 ;
Rationale for Parent 'I‘raining - .

. .

v
b - - eI N -r .

Lo Part of, the rat:Lonale for parent train:.ng is 111ustrated by the

¥ ¢ previous analogy between speaking and parent:.ng Profess:.onals and

. a

AT S _' others respons:.ble for the well-being and development of children have

- i . . .
tal(en *,kt upon themselves to engage in varlo.t‘ls levels of preventJ.on of
mental d.J.sorders nﬁ;ch the way other responslbla ch:.ld-a?ents have dealt ’
w:Lthi\J.ss;les of speech arid ldanguage .developmen.t.( In a sense, the movemelit

-Y

}

of counselors into the area of parent training is entirely consistent

¢ N ° . -
with the emphasis on chi 1d.adw7acacy proposed by, the White House Confer-

.
0 . .
. -

~

T ence on Childrén and Youth 1970. - ) .
-C - _l',“x Waggoner (1970) ; 1n his pres1dent1al address to the American Psychl-
R . ) ! ’ )
o, . atric Associat.xon, gave several recommendations to his colleagues oL
’ . . * . .| ‘e N .
7t ‘., . ; .o ' 4o ._'6‘:\\'

0 | ) S 1o e |
E MC . < . ) - ’ R S ' .
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- —xeganding preventive psychiatry. Two dealt directly with parent train- .
mg. . He suggested developing a training progra\n for potential parents - )
] in high school and college ¢ and estahlishing counseling centers for ) :
i ‘. parents seeking advice. I . "
) ‘ Seve‘(ral writers- take the position that working with parents \is t’m
appropriate Q\mction for counselors Lamb and Deschenes (l973) make
l this pomt when outl:.nn.ng the role of elementary school counselors.
‘ Fo Mc;;ehearty (l968) expounds on the position that counselors would be ? .
. spending their time much m?re efficiently by dealing with the caretakers a

{ & Iy

of chilgren rather than with the individual children who appear to have

- » v <« - - P2

‘a

-~ e the most severe problems. The.position is essehtially one of pragmatics --i .
N ‘. "._:’, .:usmg coy.ns&lors xn tasks V?Qre they can .perform the greatest 'good for ‘ ' . :w A
. ) the greatest number. In his posiT:ion pap.er on the direction of counsel- fq‘\\\ )
S ’ e S\
¥ . ing in the 1980's, Berdie (L972) suggests counselors*‘start working as . 7\‘\ v
- applie'd behaVioral scientists, facilitat:.ng ind:ridual development by , - .
N . 4 , T .
" 2 working with a focus larger than just the child. Working with students, P N “‘
parents, fanulies, teachexrs ahd administ.rators would help prov/ide . ) //f/ ,/ .";.,.. ‘< }~
P ) experiences to prbmote indiVidual development. . - / * __/’/4 i /,“ i —#_L;-
. : ‘ 4
. L "‘ Rheingold (1973) , 2, speci‘.alist in child developm’ent, take;/fhe ;:-';-, ¢ ./‘,:‘
- position that up until now psychologiets (and specialists in gehaVLOral ] -
< ) Py DA
) sciencesl have gJ.ven little practical as51stanoe to parents., Many “f"/-\:-,.,.‘,,ﬁ_ :‘, . |
) - e jove R VRN
- studies are presented in the literature bt llttIe ,a;f ag}fas*smtance v ‘A"f‘ ,“ /:"
‘M . “to offer in response to the question, ' "What you te}l me albout :(:Lf;;“'.
taismg my children so that they have a better chance of growing up ’ , .
. szthout problems and reaghing their potential?" Rheingold holds that " ’.

- . ‘ enough. information is now available to answer this and similar questions,

. .

v and she encourages professionals to accept the responsibility they, have -

. v

‘t. ““\ . .
in thiscarea. ‘ ¢ . v -
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~ - More than tWenty years ago Gruenberg (¥§52)“addressed several 1ssues
. Q§; :
of parent trarnlng. Even at that time parents were belng bombarded by

/ / "\ «

confllctlng adv1ce about ralslng children. Accordlng to Gruenberg s

!

E‘ ’
predictlon, parents yould lBok to. the school for collaboratlon in ch11d

development and in es}abliéhing a higher qpallty relatlonshlp between
paren;s and children.. Gruénberg suggested that schools assume ‘a joint

o/
re;pons;billty in thls process rather than fear that by engaglng 1n\such

Pl

activities they are taking away the responslblllty of the parents.'

K

Even teachers are suggestxng that counselors (elementary 1n thls

,"’ .

and in groups and should, spend' g\‘ore

3 B . AR £
and parént contacts. S - ; g o - :
. xﬂanson 11968) found that 92% of the parents surveyed felt that
‘ . " \ ‘\ . [N

. “ the counselor could expect to\have the parent and Chlld follow thﬁough

U

( \\

xon* lans agreed to by all three part1es. This 1mp11es a close working
- AR _

DI relatlonshlp among the three part1es whlch is not limited to parent

4
L7

! tralnlng but cou\dbbecome a cruc1al aspect of it. - ‘.-
)

P
‘

Garner and Sperry\(1968) completed a survey of approxlmately '500

', \
PN * N
;

N \\' Y

mothers of chlldren in grades 1-6 to- flnd~out. ources of child care

> \\ N -V,

1
1nformat;on -and services( 2) types of 1nformatlon and serv1ces they e

,-4, \

-»vreceive, 3) types of serv1ees they need. The majorlty of mothers lndl-

. - A

X \
:q,?.cated that they rece1ved most of the1r informatlon from\famlly and

friends. Approxlmately'one—thlrd 1nd1cated that they needed more 1nfor—
N '\}- 1 Z \' i
matmon on school and educataon. Approxlmately half of the mothers

4 -
" o Ty

»
4l}_ds.,cated that dlscusslon.groups would be the preferred means of

[ . - ) q

-
$7

~.
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) . . A "

’ - . &
obtaining such ipformation and services. These findings indicate that !
’ Yo .. ’ 1 -
/ 1’- . . ~'4 . . ‘ . - L - »
services in .the.school pregram could be added or expanded to meet these
néeds. R - o R : .
r\ v/ , - . .

K2Y
Another raﬁronalé for parent training is found in research litera-

_ ture that 1nd{;ates such training is‘beneficial. The amount of research

.

on the effectiveness of parent training is extremely small, considering

the amount of attentlon given the area currently and in the past. Like

most areas in whlch chlld advocates and social intérveners are worklng,

llttle atteqtlon has been givén to evaluation of the 1nterventlon.

- ¢ .

References giving empirical demonstration of effectiveness are presented

later in the monograph under the type of theoretical model appropriate

.

““fofythe training used. _— . ' s \

Data presented by\Pigott (1969) provide a brief ekample of an empir- .
& ) .
ical rationale derived from an experiment. Fifty Qxder—achieving boys
irls wexe the subjects of this study. The children's 'parents saw

. A . e - .
gounsefs;; for fifteen weekly half-hour sessions. Fifty~four per cent *
X Py .

of the experimental group improved, 23% remained the same, and 23%

¥
“regressed. ~AM‘the control group only 19% gained, while 30% stayed the

s

. By v . .
same, and 50% went down in performance. Accordingly, Pigott comtludes
R . c o v LY . .
that the approach was effective. Lo ' .

THus, several major rationales can be seen for the provision of s
parent'trainiﬁ%?services: 1) helping parents intervene when their child

shows'signs of emotional disturbance, 2) helping.parents recognize early
T 4 . . .
signs of'enotional disturbance so that.early intervention is‘possible,

-

3) helping change env1ronmental situations and stresges so that emotlonal

’

dlsturbances in chlldren are less likely to occur (these three are from

the prevention of mental illpess model descrlbed by Caplan), 4) various

- U Iy




-t

//

.

.
e 4

\, : -
'professionals amd spetialists agree that_there are sufficient infx

-

that counselors become 1nvolved 1n thlS area, 6) parents ;ndabate

N 1
. * \ > i b t?'

’ 3 \
L they des1re 1nformatlon on chlld development and thelr role &n thlsé

» ~ MY o

development 7) some studies indicate that parent training is effective,

. »

8) parental 1nvolvement is good publlc relations pollcy in a number of

v

-

areas, N w0rk1ng with the parents as well as the child glves the

14

" counselor a better picture of the child's total environmentL 10) there

is some evidence that work with parents brings about better results than

work with the child as the only target, and 11) working with parents fitg.

.

well with the current focus of counselors spending more time in "consul-
. STy pe 5

tation" rather than in direct contact with children. . * ..

<
- ¢ '

e,
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3& - \ Chapter II ’

Being offered by Freud. All iﬁ all this seems to have‘made.gpr a time

v “-

. Logical and naturalﬂconseqnences? Famlly meetings or £0 ncils? "
Encouragement? These may be new terms, but they are essential to
'counsetors using Adlerian” methods in parent-education programs.

Teachl\g parents: how to have "democratic living" in the home is one )
of the most important lessons in this Wddel. To actomplish the goal '

of democratic living parents learn how to encourage their children, ag

to relate to children on.an equal basis, to use logical and natural
consequences more ffectlvely and to understand the goals of children! s \
misbehavior. ?i ) = .

- "t . - : f

- .

. . . v
Adler}an Parent Education Center -

A

N ' History \ . ' ;

‘ Alfred Adler devised this‘methodology in the early 1900's.wﬁe;'he

T i

pﬁbllshed hig defen$e of the curfent work on\dream interpretatlons. The
artlcle brought him and Freud together, and in 1902 %1er jo‘:med the

Vlenpa Psychoanalytlc Society. Adler's main interest and concentration

. . 3 \
were in over-compensation, with his views on grgan inferiority and com-
. n R

—

- . . & ! FORARS
pensation first published in 1907. As time went on he became morés‘

o — - . - R -
interested in the psychological and subjectiue reasons for man's behavior.

After World War I he spent his time ordanizing child guidance centers

eV P \'N,'
Whlch had great impact on educatlon. ', ‘ ™,
~ "‘;

Adler worked at a time w@énﬁparents and educators were greatly&?h

influenced by Freud and his followers. Parents were feeling confused by
(ol < ) ‘

differences between traditional methods of raising children and new ideas, 4

-

when parents were raising children without a»definite,‘consisteﬂf et of

guidélines or patterns. Due to the resulting confusion in‘parents%
p i ¥ // . P

. . ‘5" o . / . - ‘:
“ . . A . - 6‘ ) . /
f_ - N |

. R . \ [ - . >

. .

- ,




thinking, there was much "hopping;rbetween the new approach and the old

-

.

approach (Dreikurs & Grey, 1968, Watson, 1963) . e

In the_late 1920's and early 1930 s Adler became known in the

K N \ ‘

United States. Perhags the greatest stronghold*%or his teachings was ¥

the Chitago Guidance Center, later known as The Alfrea Adler Jnstitute,
.\_ \
Until.his death a fow yeard
% . !
‘e (,tf .
ago Dreikurs had a majoi impact on counSelors and parent educators. )

~ Y ’

which was-started by, Df’ Rud01ph Dreikurs.

- ? - P

[ -

Basic Assumptions ¢

-

PR

. w L3 -
Some of Adler's principles particularly‘FErtinent_to children and

1
.

" parents are discussed by Dreikurs, Corsini, Lowe, and.§onstegard'(1959);

N .
. N 1
Dreikurs and Grey (1968); Dreikurs, Gould, and Corsini (1974); and Watson

.y
\‘%
r

(1963) .
- 1.
M - 2b

3.

4.

8.

.

A summary of these princibles follows:

Man is a social being; even thd young seek ways to be part, of- ¥
family and other groups. ’

Humans want to beesocialized; therefore,, their social “interest,

becomes the most important facet of their striving

. M ! * 4
// - N -

, 4 3
aAll behavior islpurﬁzgéve; man is agoal seeking organism. To
understand behavior E actions, you must know the goals. ’ ’

Each person creates a life style which is a sum ‘totdl of the
attitudes, goals, and beliefs he/she develops to find his/her
pla?e or achieve his/her goal, B

ki

\oad

The lay of equality on which our, soeféty 1s based demands xecog-
nition of everyone as an equal: ° B e

S %,

with Ereedom comes responsibility.

Cooperation is{needed between family mémbers, not permissiveness.; .

Cooperation cannot happen Without accepting responsibility. . :
L »

Infants operate by trial and error and begin to discriminate .

sets of responses. 1hey learn to avoid pain and punishment‘and

"to give responses which bring them satisfaction.mgBy four to . six

yeaxs of age, they have formed a concept of how they can find

their plack-in-the family. &

. ~ : .

[N I S
'

B

N -
Ve ~

We behave in -accordance with our expectations.™ -

N S R

~ - - » T —

~&




" -

Attempts have been made to build a more democratic society on the

q °

prlnclple<of equallty The upheaval of the l960's and 1970'5 was due in

& 2

‘part to denial’ of equallty to certain members of sSociety. No fonger will
" women, non—whites or the young accept second cfgss C1t1zenship. Many

trad;tions, rules and guidelines are no longer accepted they are chal-
. ‘P
lenged to bend andachange. Children openly question parents' authority.

People are bombarded by facts, figures and statistics which say the young
.éme causing trouble £0r others and for themselVes. Could the problem be
- . I Py . - . .

that children have fﬁeedom bug’notiequality? Could it be that parents

' are frustrated hyBcause they are told to "buckle down" and "tighten up,"
N ” ,,& 3 . ~

% e
while they see the old authorltarism isn't working?; o -

Elementa&x;schools are plagued with reluctant learners, children
£

o ’

who are unwilling tQ cooperate at learning. New teaching materlals and

< . v

methodologies are used, bLut.many of the same problems still exist. Coun-

eﬁentary school since_approximately.
7/ »
1965, hopefully prov1ding childyen with an. advocate in the system. With

seling has been incfuded in tbe

this development it is increasingiy clear that we mu;z.work with th9

1 AN M
:

signlficant adults in a bhlld's llfe (Christlansen, 1969, Dlnkmeyer,

e

1973(a); Lamb & Deschenes, l973) Slnce parents are recognlzed as an"

important resource to pnofes81onals working w1th éblldren, it is impor-

-

-

tant that par?nts be offered aSsistance and educatlon in the skills of K

parenting. Parent education can be offered‘as-part of the on:go;ng r
. , 3 - . F
school .counseling program to heélp parents do a more effective job of\

raising their children and to increase communication between home and
» # ‘ = -

SChOOl- 4', .« " /,’

X
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Goals ) . | .
* According to Dreikurs, et al, (1959) the'"philosophy of parent edu~ -.

.cation is to do unto others as you would have others do unto you."
Lc . £ - .. - .
) Since parents. follow the examples of their parents beford -them, rereduca—

. ' %
» - .

lﬁiﬁ._ . tion is needed' We nust help parehts become educators. One of- the goals -
i' L ? then 1s‘to help parents understand chlldren, to kno; hdw they think and
‘ to comprehend the motaves for their actions. Another goal is to help :
P . parents improve the'ﬁuality of help they provide their children. Perhaps
¢ the. oal of goals is to help parents relate more effectlvely to their
‘ o

children (Dinkmeyer, 1968) - ) . - .

In Adlerian famlly ‘counseling (family counseling is the most common

model of Adlerian parent educatlon), the overall goals are general, however,
a8

the goals each family sets for itself are qery gpecific. The general goals

» 2 : N
- ~

' were mentioned above; examples of spEcific goals follow: :

- " 1. Reduce the; number of fights between the children by making sure
Mother or bad does not.become involved. i

.

& v

.

--2. -Each person is responslble for his or her own room and belongings
and therefore Mother does; not pick up after anyone. s s

- 3. All‘'members share work chores on a rotating basls,.even the baby.

‘Since goals-for each family are concrete, chariges 'int family patterns-are

observable. It would be easy to observe anonf the three goals mentioned

ot ‘ ) . | ) )
o above. ] N < , . DR

9
- ¢

The famlly hag one hundred per cent responslblllty for selection of

-~

X . goals, .The counseloxr offers suggestions such as, "How would it be if

* this week no oné.is’called by Mom ox Dad to get ready for school?" "1f

the parents are uncomfortable w1th allow;ng the children to be late;,

Any famlly member

-7 " another goal woﬂld be suggested “or* this one altered.

\
’

‘ Thay suggest a goal for the family; the leader makes Suggestlons in the

"how" procedures. : )

-
- e




S Several delivery systems have been devised for Adlerian family -

counseling, but they have much in common with one another. Parental

9

familiarity wi{b the goals of children is important to all models. Of
, particular importance are the four goale of miaPehavior which children

use—to find a. place in the family. then the goals are mistaken, and

children do not gain the position in the family they most desire.

i
+

1) to gain attention, 2) to demon- .

These

goals are'(Dreikurs, et*al., 1974)z

strate pcwer, 3) to punish'or get even (retaliation), and 47 to demon-

strate inadequacy. . ‘ . <

. ’ )
To gain.a position'of strength in a family, a child will attempt

! e four %6 follow
many behaviors which have one of these four goals. _-The following are a

few examples: ’

.
«
-

1. Throwing a tantrum in public to embarrass‘Mother and Dad shows
your: power as a child. .

When as a five year old you demand help in dressinq from other
family members you are using inadeyjuacy to gain what you want. ,

3. Two‘Siblings—startfa~fight ‘near the telephone when Mother ‘is
talking to scmeone to get attention focused on them and away
' from the phone: conversation.
4. After*having been disciplined a child starts a fight among other
siblings which upsets what the parents are doing as a way of
getting even (retaliation).,

Learning ‘the use of "natural consequences” ae/anfélternative to
powerful control of the child is g@nother principle of Adlerian parent

lducation. If parents can learn to allow children to experience .

consequences of their acts, an honest and real learning situation is Ny

Parents often do not allow this to occur because they feel

-

provided.

_ the need\to protect the child and scold or punish\instead (Dreikurs,

1964) . -Natural consequences do not need to be planned or struct&red but
are a direct flow from the act as the following exampleahillustraté:
o T

’ v }
’ ‘ o

. . 17'.:(‘1

,,,,,




.
lal

-
.

. *
.

(4
¢ 1. \If a child continuously gets up late and therefore misses the
school bus, the natural corisequence is walking to school and

belne late or, if it«is a great distance, an unexcused absence . )
,,,,,,,, - from §chool. . “\ '
S \\ . : . .
: &-" 2. A child who refuses to eat his meals will evVentually want a ) e
N S snack which is not. there.* All food is removed at the end of e
y the meal and is not avallable again until the next schedhled _w,wf’

'meal. - . Vo
Natural Gonsequences'allow parents to aveid a power strugg_ie ﬁth a,child
. ) b . w

-

by permitting the natural flow of events. It takes time to learn this

‘ skill and counselogs’wil} need to encourage parent beginners frequently.
A4 L I

) - Parents also learn the use‘e} logical consequences. Dreikurs and -
: § < o . ! .
. . Grey define logical- consequences as "situations where the consequence is, .

. .

N\ , g :
. in effect, arranged by the parents or another adult rather th?n being

. . " solely the result of the child's oﬁh,acts" (Dreikurs and,drey, 1968, -
'; ,  p. 65). An example is.the case of a pre-schooler who wants to.run into .

- ]

the street to playz Obﬁzously a parent will not.allow the netura%qggné
sequence of a car hitting the child; however, one might make the cyild

stay in the house or yard. The explanation would be made to thg child

- that slnce he had gone “into the street when asked .not to do so, he will

o .

. now have to stay in51de. . & \_ ' '

-

.’ .. éeaching parents to step back’ and avoid power struggles is' another

,. goal. This requires a great deal of interpretation and re-interpretation . . *%
l . . - R ’ '
toE . by the -‘counselor. . For many&;easoné,“gqrenfg view avoiding power struggles

=

as "letting the child get by" and;feel."that makes me a weak parent." A .

counseior need§ to spend considerable time helping parents see that b% .
- ; P
2 withdraW1ng their attention from the 1nappropr1ate behavior they are be-
' ¢
1ng stronger parents and will, in the end, be pleased to know that their -

-

. children cannot "draw" them into a situation.

L4
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e - N ' ' St ' s

\ philosophy, another goal of parent education is to gain their acceptance

of eﬂahty ﬁghildren are equal in their rights, responsibilities and

= kY .

decisioﬂs. gﬁgs dces not mean children are’ the same..’ They are not as.
\d a ) 5‘ - - :
.big; they are not asmature. We must not confuse equality with sameness.

‘ N We do not own our children, as they grow, it becomes increas:mgly ev:Ldenﬁt

L]

T - ' that t'hey will and d¢ make deqisions, and accept or reject responSibili-

- . - . ’

. -ties. ' It is important therefore to respect children as people from an

. 5,

-

p% . early age and to allow them equal rights.
é ’ ~

-
A counselor who decides to try an Adlerian based parent education
5 .," progra;n will want to ‘k,now hdw'best to apply these principles. Belcvg are

several médels one can followWe——+ -\

- ..

e L > S H
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1. o5 i . Trairling Procedures

— «(vw

"

Mother mdyjroups . &

* . -

~

. - This’ model waawintroduced by Dreikurs.. and has been used in many

schools -and agenczes._ A _group-of—ten _or so mothers meets, once a week .
- -
%/@f:: » with a leader to learn new principles for living‘with children. Meetings
W, -
“t\ , +can be .held \m members' homes, at school or in any other designated loca-

tion. They follow an outline or textbook which focuses on re-education

© & N

mental in nature rather than crisis oriented. Parents are asked to read

v \
assignments be tween meetings. These, plus the experie’nces each parent

z'._s ahav:mg, are discussed each week.  Whilé parents. gain much from their

‘readings, orten the real insights are gained through ‘discuss..Ou with one

another. When parents discover theirs is not the only famlly in which

- A

Mother ’pleads, begs and screams Farner yells and sha;cply disciplines,

’

% the/children appear to be "in control" and getting their way, they °

£ e = " N \' ’_. .. . i ~ £
. - 1] B }

Q -8\ - "19 v . . .

<

S . ¢ 4y, 1] *+ . . . .
‘s hels T . /s

- - WEVY ] -~
ERIC - . - , . oy
. . — . i . - LT
Acuex provia 3 . - . “ % R

g : of the parents and not’on counsel,mg or therapy. The groups _are deyelop-

[y




-

«<

<. As-megpers begin to contribut’e their experiences, especially those which
o ] .

- )db for the 1eader is to po:mt out to mothers how they play 1h\§o thegﬁ‘:{%l.

,‘\ ’
\ N
\ ~G

- '* begin to gain confidence in themselves and in the purposes of the group.

are examples of trying thé new methods of responding to children, many

. -~ M c . N ~
parents will rfelax and start to ex'pngent at home. N ~
. BN A i . N
}A Mother Study Gréup has a trained leader who lends support and-

"' . A}
o _—

as§STstance throughout the .study. The leader can answer questi\ons about

the readJ.ng and give examples from daily 11v1ng to demonstrate a pomt. . ST

Perhaps a more mportant rolle for thedleader is encouragmg mothers to
{ ¢
try out the prmc:Lples, takmg SpeC:LflC problems and oélmmg a plan of t

-

act:Lon. An example\would be ass:Lst:Lng a moﬂher to list all the chores

1

"

around“the house apd make a "work chart" for famlly members. Another

";“L\,j}““~

~ chlldren(s ha.nds. For mstance, fothers make rules such as %11 pers,ons’ :

- $ < AV NN

_must chk \up the:Lr own bel@g:mgs; however;, they become tired of the hess =~

a.nd pick eVezythxng up, tﬁereby mak:.ng the rule meam.ngless. \ Chlldren -

’ [

1earn from this exper:.en;ae tha; theyf can oytlast Mom and keep het thekr Al

-~ > (At

¥io

" - ~ 7

. slave. In\other words, the leader cambeg:m to show mothers how they . -~ (} )
4 ’-:" O '\*
< are in comparlsbn to how they want to be. As group members b@come fam:L- -
«ﬁ.’\\ \ L O \ - 8] : -

« liar with varloﬁs patterns and traps they beg:m to shér\e th:Ls role with .

.J . . k) . , - R ‘ ' 1N
the 1eader‘. - Te - - . . . \L/ _
t - “rn U 8-~ S

.

PRI - ~

The members from the first Mother Study Groilp o(ften become 1eaders oA
:\ J‘ - ~
‘of otheJ; groups, part:.cularly Aif this is establ:Lshed as a goal Eor thé

)

f:Lrst group a.nd time is spen't on 1earr}a.ng to be a 1eader. \Ago\ther S\tudy

\ \
Group does not require h:Lgh]Jy skllled 1eaders. Part of its succe’ss builds
> . Y e D Ve P 47
,on mothers help:mg: each otHery and the. text, can be used as a guldela.ne ¢ .
h '/'* — N . _ o s ‘/ \./ - P ‘ ,
+ £or discussion. L ' . . ’
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. Most Mother Study Groups use Children- The ‘Challange written by' i ’, 1 S

. 4 . "'. ', 0 /
o Dreikurs® and S{:oltz (1964) as their text. Other’passible references‘ are. . a

L

. 1. Raismg a Resgons:.ble Child by Dinkmeyer and McKay (1973)

2. A Parent's Guide to Child Discipline by Rudolph Dreikurs and
- \Loren Grey (1970). : .. .

: \ 3. Discipline-without Tyranny by Loren Grey (1972) . o B2

' A
¢ 4 Logical Consequences hy Rudolph Dreikurs and Loren Grey (1968) ez
\ Father Study Gr ups / N -

e J I I

Another model of Adierian parex(t educai:ipn is \i?ather Study Groups -

using the same. format and text as Mother Study. pGroqus\ 8ome basié differ- )
: N . - 4,

- B

' enges observed by the first author while using thlB mbdel were: - f’

CN o - -

1. 'The atmosphere was less sqQcial and*more businesslike,. “Fathers < e

" were cordial but less’ inclined~to engage in general conversa- ’ ’

‘ tion. - - - e T £ 1

. M e -“/ - AT - -
\ . ) RN ) - .
P

As

2. The leader was challenged more fgr ev:Ldehce and proof of points
P v being made. - e e s e - ’ I ,
. ' _ i N e ®
y 7 ' 3. More time was needed to cover‘giving up /physie{l’/ control. ,
I < . T .,(-' / - P v ~
, 4. A lot of discuss:Lon centered on-the pr e{n oﬁ \achieving a small
X . amount of time at home. JATIEN \ v .
N Vot 4 \ ,
'Ihe fathers were pos:Lt.ive about the opportum.ty to l\earn hqw to bé better

‘ -

. parents and pleased that someone at ‘their child’i/schbol hafd uncluded

. I
W , them. The Group appeared to., bi more successful with fathers ‘whose w:Lves
¢ . A3 . " /1 . :. .‘ N "
.yt had also been through the.material. . o N J J
, h : ¥ 'i ' i
' +To provide groups for fathers, the counselor may need to worfc some

: - evening time. It is highly important for the counselor/lead:ar 'to reoog-.-r - 5
< . . .

L

,nize the uneasiness fathers feel with this kind of exercise., ‘Many are
:u’. 1 (6] hd

struggling with thg old role assignment of children being the respons:L-

bility of the mother. The leader must be prepared for Son@%ﬁp;—ieus R

. -
. & 2]

challenges ‘and cannot be' threatened easily by them.
. . - ° . M

-




. Couple Study Gro ups - ' .

. A third variation of the Study Group approach to Adlerian parent

eN&d@hwbmhmmMsuwMat&ewmtm& The first authlor

Ay
I

used the same format and text as in the Mother Study Group. Five couples

.
Y

were invited for ten evening sessions in the counselor's office. At -

<y -
flrst members were reluctant to diseuss any problems they were having -
with their children. However, as thex,completed their reading asSign-

.

[
ments they saw that their problems Were common in families and they

became more rélaxed. .Ahother. hurdle for them tas to describe a situation
IR *‘h

without blaming the other&parent which was a rule laid down in the begin-

ning. The grbup agreedaﬁq focu§ on developing more_effective styles of
- ek :

relating to their chil .( ‘,ather than trying to determine which parent

-
.,‘ob .

was "wrong‘w“rt was interestﬁ“é to nete that a fatﬁer frcm\one family }

--...,‘
y - [

would listen very attentively to a‘mother from a second family describing

.

a difficulty she was having, only to have his\wiﬁe say at the end that e

she was having the same problem and he never would believe her when she ' >

-

tried to talk about it. In other words, they were often better able to .

see their own family's difficulties through another family s description.

The greatest asset was that both parents could begin to change at the./

> -~

J ‘

same time in deciding newsrules, procedures, and polrcies for their fami-

»

ines. One parent did not have to go home to conVince the other one to ,

A N *
.

try some new things around the home. Parents could also -encourage one

another by pointing out improvements they saw at home. Group study
A\ I

helped parents begin to feel the sharing role of parenting, no lqnger
) - ‘_ét-v
did one parent feel burdened by the.re5pon51b111ﬁg\or alone in the Job.

v~

t—— ~),',‘-. .
ro F
8
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members adding thoughts and opinions as the description progresses.

for how flexible the,parents are -and what they might feel comfortable

Fami ly é%unselihg Sessions *

. e
<A

L1

In this type of Adlerian parent education, all members of a family
. - . ¢
meet with the counseloﬂ at a school, guidance center, c¢hurch or other

facility. Generally the counselor has all members beain by describing

‘ . - &
a typical day at their house. Who gets up.first? Who starts breakfast?

—_— s

Who leaves the house ¥irst? What other morning‘chores or responsibilities:

v

are there? What grade is each of jhe children in? How does each do in

© r

~
school? Who comes home’' first? What responsibilities are ;here at dinner

time? Usually the mother or father starts the description with other

Often the parent will say something like "Johnny doesn't get up\yhen he
is:called." Johnny will then agree or disagree.
. P kY
After -twenty minutes or so of this interviewing the counselor inter-

-

views the children separately from their parents, asking questions such

~

as: UYWho starts fights at your house?" or "Who doesn't do their chores?"

Many questions focus around how the children see themselves in relation
‘'~

to the:famlly group. Feelihgs of inadequacy, loss of power, being

-~ .
L4 »a

picked on appear durlng the d scussion. /! ext the counselor interviews
the parents alone to hear them Qescribe how they see things at hote.

Often parents feel one child is causing them the most concern. Parents

- [y

are concerned over a child dolng.poorly at school, one who doesn't do

E) :

anythlng he/she xs asked, one who se too quiet and alcne. The coun

//
/’ “

. selor gives them acouplecm suggvstioﬂ;'to see how they might work at

thair house. The parents' response gives the counselors some feeling -

trying. , . o J ’/:('
-7
: . Natd 5
- ~ . 3 \J . :! -
» 4 6‘23 ’/" H
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\f’_ R ) . . ‘\ ; v
. Finally, all family méhpers.are called togetheragéiy. The counselor

presents or discusses what he/she sees as.some of the problems they should
. ’ 1

be working on, explaining how he/she heard these things from the chil-

dren's and parents' descriptions. An example might be that Mother has

complained the children do not ‘come home in time for dinner, arriving

.late and wanting to eat. A new approach would be that Mother gives notice
’ S

N

) \‘\,\
td all members as to the time of dinner, serves dinner to whoever? is at

home, and clears the table when they finish. Late arrivers can eithet go
. ] * ¢ '

without dinner or fix it thémselves\as well as clean up all dishes and

pans. Another example might be the toys, books, and clothing left around

the house, which Mother unsuccessfully has asked be picked up, and which
R X .

she eventually picks up herself. A new approach might be that anything

Mother picks up becomes her proéerty %q sell back or throw away. Another

.

session m;y lead to discussion of what the' family membexs are doing abougﬁ
T

. T

. . v . .
fighting with each other, distribution of work_chores,vgetting parenés'

%
*

2, £
Ly i . .
attentionggid so forth. All members participate in planning for the next
. - < ‘ Ry *

week so there aresno agendas hidden ‘from the children. The counselor
s -

- .

introduces the“fémily to the principles of respect for each other and <

1
. -~

equality of all members; therefore, the sessions are counseling and edu-

cational in nature. -

0y

Originally these sessions were a part of Dreikurs' child guidance

ceg%er-ﬁrograms. He and his staff noticed so much in common from family °* - :

r - e, . . l\
to family that they decided to demonstrate family counseling séssi?ns in t

Y

1

front of an aud,:i’.ence (Dreikurs, Corsihi, Lowe, Sofistegard, 1959)3., As g -

parents watch the demonstration family, they learn about patterns of ' .

A - - . . . ® - Lorm, ’1
interaction and the results these have in family rglatlonshlps. The S

]

- demdnstration family has the séme everyday problems as other families,




~

4

so others identify with them and learn frém the counseling s.ess?:.b:n as
; Ea

© well. In situations when counselor’és do not have enough time fo\r{ all

the people they serve, this method _ﬁrovides services to more people.

In addition.many families are too shy or embarrassed to actually éome
« \

to a counselor about their family relationships but sincerely want to

do a better job at hcu\le.

¢

! .
These families can learn a great deal from a

demonstration family counseling session. these techniques become
known, f@rd therefore trusted, more families are willing to volunteer as
. 7;’ f 0

demonstration families. Counselors will f£ind participating families

recommend these sessions to their neighbors, friends and relatives.

Family Councils or Family Meetings

Family Councils are defined in the subtitle of Dreikurs' new_book

‘on the subject, FamilyECouncil: The Dreikurs Technique for Putting an

Children) (Dreikurs, Gould, Corsini, 1974).

End to War between ‘Parents and Children (and between Children -and .

As noted earlier in this
) -
\-/

chapts°r, our society is moving from authoritarian relationships toward

-

democratic relationships. As pare_nts try to keep harhony in the home,

they find they dT not know how to bring democratic living to their full

The Family Council approach is designed for parents
striving toward {:gp;ﬁégratrc living, with respect for all m:mbers of the
familye‘ and aeoepte'nce of equalitS( for each member. aDreikurs, et al. -
(1947\4‘5: base their g‘rcmotion of Family Councils_'on the fo‘llowing proposi-

and.busy lives.

" tions-:

S

’ R . b ‘_\ .
1. The }Family is an Qrganization which, should. operate in an orderly
" manndr, each member knowmg what to do and what acceptable -
LN limits are. . o
- - r-

2: Emdticns Follow Intellect and Behavior; we like and are kindest
,‘ " ko those, who.treat us nicely. -This calls for family members to
find ways to be more cooperative w:L'th one another. N s, v

- il .. . 5 - ~
- T (s ™ o 0 te oeen s .
+
.
- .

A}

PrS
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3. Human Beings Can Functjon Only as Equals. Respect and equality
must be present, not only from cEild toward parent, but also
‘ : from parent to child and child to child, to allow all- members
- to do their best. ‘ o

. ‘ . L “ . . s WORs
' 4., logic Works Better Than Force, which calls for parents ;to avoid - ¥
, . the use of bribes, threats or pleading with the child to gain
“ better family relatlonshlps. -; .

LY -

5. Human Relatlonshlps are Log;cal' Parents should allow the1r
N children to ‘experience the conséﬁuences of their. acts early in
life, as the world will- functlon th1s way when they are grown

/ .
6. Parents and Childrén are Engaged in a Cooperatlve venture;*all «
o family members have a respon31b111ty for the family. Therefore,

: they must know their contributions to the family are respected. '
Parents do not have sole responsibility fox the family.

7. Well-Being Depends on Coogeratlon which means children must
learn cooperation rather than selfishness, self—centeredness .
and unhappiness. . ) .

Y

i Dreikurs, et al. define a Family Councrf as follows: "A group of people

-

N who live together, whether_.ox not they are related by blood or® marrlage. |
\ Fi R

The group shall have regularly scheduled meetings and operate under'rules
é c . . r

agreed upon in advance. The neétings‘shall be an open forum at which all

N /(IJ

p family members can speak w1thout 1nterrhptlon, w1th freedom of expresslon,

H

. ' without fear of conseqﬁences, and witﬁout regard for age or status. Its

-

-, i ,
I deliberations result in decision only.when all members .presefit agree == .

. - ) , ]
that is, come to a common understanding" (page 7). N

In organizing a Family Council 4ome simple steps need to be taken

-

such as settlng date and tlme, maklng sure all family members are invited,

establishing rules and agenda. Sess;ons are not held for members to

- p—
o

complain about all the little thing? upsetting them, but rather ' as a
technique for building better comm@nications and resolving‘confliots.‘JIt
' s : "\ . .
takes families seyeral weeks of megting,hefore they reel comfortable with
¢ L this method, and zhey may need enqouragement from a counselor to‘continue,

e PR

. ) ) . '

‘ A counselor can also point out where communications have failed due to
“ . b, i

£ . I, ,

¢ T ) 4 i
B .

EP TR




g L
. not respecting each other's views or not allowing all members to parti-

v

cipate to their fullest. Families need time to decide this method worké

N -

] better than screaming, yelling and fighting. .
v ¢ .
. . . . |
. " "C""Groups ' . )
. - {‘ ’ ‘

‘Dinkmeyer designed this technique after years of work with parents

o

and counselors (Dinkmeyer & Arcinie&%ﬁ 1972} and Dinkmeyer, 1973). The

"C" group helps-parents understand cﬁildren's behavior and their own

L]

Vs . .
reactions to that behavior. "C" groups differ from discussion or study

groups in that théy consider how parents' feelings hamper their ability
to relate successfully to their children. As educ§§ors stress the need

to work with the "whole child," cqunsélorazﬁsing this technique work

with the "whole pazent." "C" groups consider the affeétive, cognitive

and behavioral domains of the parent. The name "C" group derives from
seven basic components beginning with the letter “"c": ) ~ °

-
, H

1. Collaboration. All members of the group are equal, incluaiﬁg’
the, leader. ‘ ’ :

L . - AN
2. Consultation. Parents and leader help and advise each other.

L]

3. Clarification. Group members help each other clarify what goes
on and how beliefs hamper efforts. —

*

4. Confrontation provides honest feedbackAto the group.

r 5. Concern of the group for each membér. ) A

tial. -
7. Commitment. Parents commit themselves and patterns of communi=
"~ cation at home to change, rather than dedicate their efforts to
changing the children. / )

. At the fiiéf session each parent introduces him or her self and ’
! @

briéfly describes some specific conce;ns with one of the children. When

-

:4- , introductions are complete, the leader spends a small amount of time on L
d .\.i ’ . . \/ &
Q - R ’ . 7-’/ '.j‘x o
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N . K3 9 : . . l .
general principles. However, Dimkmeyer warns the coqu$1or not to allow
Rubibrit N
v fe A “ >
this to remove the focus from specf?iq concerns with children! The
’ / -

. .
- 4 .

1eéaer'a§ksvone parent to present acspecific occurrencé at home and to

-

- - -

.share his or her“feggings when the child behaved this)&ay. The counselor
. ’ -

then guides thq~group in looking at what might be the purpose of the

‘. e N . . : .
behav1or_and possible alternat;@eg; It is a good idea-to end the meeting

»

by reviewing with each parent what he or she ig going to do differently

« -~

during the next week. These plans provide the starting point for the -

All parents should be at every meeting!q"if one or two.
‘A + /‘ d a '

. - . . "
parents dominate, attéqdance_will begin to drop.

next. meeting.

4 - -

\
{

Traing;g of Trainers

A
-

Training of leaders in Adlerién family counseling can be a part of

¥ s N
a Master's program in guidance and counséling, social work or school

- v
]

psychology. Currently, however, most training is through demonstrationms,
. ix} o ; v, - : ~ o

H e 7 : ) ‘ N
workshops and post-graduate seminars. In,addition, many receive train}Qg
. \ T, AY
. - - . ) K3 \-.
thgough courses at such places as the Alfred Adler Instjitute in Chlcago.R
) , Y

A X
Training revolves around coursework in Adlerian philosophy and

-

theory, procedures in family coupnseling and practicums in family coun-

¥

- seling. Dinkmeyer suggests that tfaining of leaders for "C" groups be

attempted only after the Eounselor has developed competencies,in group

¢ - o
§

<

< —process and communicationG(Dinkmeyer, 1973c) . Inherené_in this ttaining

approach is belief in the érinc%ples listed as important for parents.

4 / ] » 3 - >
In addition to applying-these principles to family counseling, training

d -

(- .-,
applies them to individual and group counseling. -Trainers for Mothex

¥ —

¢
Study Groupss may be pgraJprofessionals when school counselors or others
~—— . ! . " N

train mothers to lead these groups.
.3
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. . .o . . «Resources\ :
v ‘ American SOCiety of Adlerian Psychology, 110 South Dearborn Street,
.. suite l40Q, Chicago, “I11inois 60603. :

* “
. Parent Education Association, P. O. B_ox 18_, Columbia, Missouri.

1’ _ Alfred Adler Institute, 110 Scuth Dearborr: Str,eet,:c'nicégo, Illinois

'
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] Thls model of parent education is based on the princ1ples of
Rogerian counsellng Expresslonkand recognition of feellngs by all
family members, developing insight and understanding of each family
member, and learning how to listen are basic concepts of this model.
Parent Effectiveness Training is described in this chapter as. an"
example of client-cen ered parent education. s ) L

¥

- ¢

Chapter III ’ ' :

Client~Centered Parent Education

.- 4 ’ ' ’ . ‘
- *-f"i‘b By M

History . B .

This model of parent education owes its beginnings to Larl Rogers
- ., who brought counséllng to a'different level of, development Prxor to his’
- - -
influence on the profession, counselors operated within two basic frame-

.
¢

wotks: gocational counseling as promoted by -Frank Parsoﬁs, and'the
B * ‘ t .
psychoanalytic model prominent in soéial”work and psychology. Basically,
. = ’

. Rogers designed a role where the counselor remdined "non-directive" with

o . .

clients. The method became popularly kznown as élient-centered counseling

[ . LN

or therapy. During the 1950's and 1969's this approach became the d

4

« hant one for training school counselors; therefore, school couns/;rgg

programs today hre stllﬁfdomlnated by Rogerian oriented counselors.

-

. 4
\ ) 2
. [N

Basic Assumbtions. . .

L]

-
N

Underlylng this client-oritnted approach to counsel ng is a.philoso-

!

phy that nan is basically good and will, 1f allowed to do’ s?, do the

v >
T

right or best thing. AlSo, one must believe that humans are always capa-

ble of making their own choices and dee?slons and only’ need support during

. 3 - - . 1 .
,f a, time of difficulty or indecision. Another assumptlon 1s that the client

~p

Provided by ERIC.

et 4

* ‘f . [
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-sentative of cliént-centered counseling with 3 individual or group

- .
» >

is responsible for his or her own decisions and, t@erefore, the counselor

or therapist does not take responsilyility for structuring their work to-
gether. Inherent in this approach }s’the belief that each individiial has

. ., R . ‘ 3 I *
the capacity for constructive self;change.f’

a .
—— P R .

———Goals - ' .

-

Important to any discussion of the goals of client-centered parent'
. <

L]

education programs is the recognition that the client/parent comes for

help of his or her volition. Therapy beglns with a persq‘ in‘a state of
]

'
..stress who chooses to seek assistance. Generally accepted goals repre—

follow: ‘ . . ’ N

5 -

1. Free expression of -feelings By mafhtaining a permissi

accepting attitude, the counselor encourages clie self-aware-

ness and expression of fezlings. . J
~. ] - 8 . . ¢
* 2, Recognltlon of feelings and assumptions The client sees feel-

ings and assumptions' as what they are and no longer hides them
(even from him/herself). At first there is recognition of
negatlve feelings, and gradually positive feelings emerge.

Ly L
3. - Insight and understanding develop as feelings are-releaseé?and
eclarified. Elements of the client's insight are:

L]

a. experiencing, understandlng, and accepting aspects of him or

"herself prevxously repressedp °

°

s+ b. more clearly understanding the causes of his/her behavior :
and accepting these experiegces in his/her life;

. . . . WP

N c. clarlfylng p0551b1e caurses of posxtlyeﬂgctlon.

’

4. Taking positive steps As time passes and 1nszght develops,
possible positive alternatives present tliemselveS. The client
" then begins .the process of selecting a course *of action. Again,
.o it is the function of the counselor only to recogmze"and clarify
. and nét to lead the c11ent.

- )

5. Ending the cdﬁtact The decision to terminate is made by the
client. boe ’ :

ar N . .

w /

i |'x\j

8




~a
s
>
.

. ) O .. :
These.goals also app}y to client-centered parent education programs.
2 »

Writing about the effects of client-centered work with families, Rogers

-‘. - /

[

1 - . . 23
(1970) lists some of the ‘possible effects:

N 1]

1. ﬁpre eXpression of feelings to members of the fémily, both
negati d itive,
gat 1%9 and positive iJ . .
atistyids
2, Discovery that’ eXpressing true feelings is a deeply satisfyi
experlence. . . N

£ 4 -
4

-

. 3. As expression of feelings ﬁrogresses, these feelings lose their
¢  explosiveness.

more positively. RN i * .
Realizat;gg that a relatlonshlp can’be 1lived on the basis of
real feelings, rather, than on the basis of defensive _pretense, °
even though there is a,fluctuating Varlety of feellngs which
exist. )

5. Learning to initiate and maintain two-way ccmmunlcatlon.
. -understood and to understand others is where it all beglns

s

6. Tend to move toward permitting each member of the family to have
his or.her own feelings and be a person.
person discovers he or_: she can trust his/her own feelings and

- PN .

_To.be, .

This develops as each

This allowg family members to express feglings - .

L
[

g"%

-

. . reactions and trust and accept others™ Feelings. N

E -

. . o S
Rogers sees members of family circles becoming separate and unique

3 * . = N ~
persons, with individual goals and_values, bound together by real feel-

o ! L3
- . ~ < SN

- . ’- . K3 -~ . K3 s
ifigs. The responsibility for direction is placed upon the client; the

~
A ]

coungelor must qélllparents\in the beginning that he/she will not have

.

all the answers.

means-that hé/she is not pushed. ) T

«
Ca

. Moustakas and Makowsky (1952) point /out that the client-centered

-

dpproach wqgks’beét with clients who see the problem as focused in them-~

. . e 1! . .

.

. < . . s
selves and wqo are willing to accept resporsibility for their own diffi-

N " 1 L A
"_ culties. They"say, this approach is 'not widely accepted by parents for
>~ . \ i - »
the following reasons-: : . .
! : R : ) .
oo 1 . -
1. .Parents see the problem as the child's, nof,. theirs.

>

2. They come seeking the, right way." - . .

Z,u

Also the pace of the progfam is set by the clieht which

1}
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3. They-'come as a last rejort and demand definite answers. .

4. Counselor reflection of their feelings is inadequate.
x'}““

Therefore Moustakhs and Makowsky call for a program with the following

format:'

2

~ - ~

I. Reflect and clarify when appropriate.' ‘ i
2. Pregent child development information in answer to.direct ques- |

tions, leaving evaluation of information to parents. .

—
3. Answer questions with a tentative explanation or description of
- Se .
the child's progress.
. ’ 4
4. Give suppprt to parents. . '
. .

5.

tive).

Avoid being educative (remain-teﬁiitive rather than authorita-

~

Occasional articles in counseling journals show how counselors

-~

attempt-to_adapt~client-centered counseling principles to efforts in ’

" parent eduéation (McWhirter & Kahn, 1974; Penn & Bolding, 1974; Sauber,

1971). H0wever, the model which seems to have h

the'greatest impact _
on the school counselor is parent e?fectiveness raining (P. E.T ) by

Thomas Gordon. ﬂWe have chosen this model to d onstrate a client:centered

a DN

parent education program.

-

. 3 CL
. .
{ IR 5
! o .|“ 3 p
\ N .

e
/ : A A Training Procedures

¢ Vet
j v .'\\ \
W, PR ";a

Parent Effeotivenbss,fraining
LSO . '
This program éﬁ'parent edhcation is, bill d as the "no-lose" Program

\‘c.' 8
x \\ °,

for Raising Responsiﬁﬁe‘ghildren.A Gordon s

Y
)

ed working in parent edu-

\ \
Ut

cation when he became ﬁw
\(

that “paxents are

blamed and not trained"

~

&tially he started J\course for parents- who were
'i\ . f
already having problems wi mneir chiidren. It became readily apparent

(Gordon, 1970, p. 1). y

\,\.

that this techm.que could be ﬁls‘ed by almost y parents who so desired.

_;':~ L -v', 5, . . -

VAN g
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Underlying P.E.T. is the belief that parents and children can live ~

together with warmth, based on mutual love and respect. Gordon poihts
, “ *

out that for some reason when people become parents they forget'thsy are

people. They start acting as they think parents should behave. Unfor:-

. tunately they form the image of good parents by watching friends, listen-
. . 4

ing to relatives, and remembering how they were rdised. Comments such as,

"When I was young my mother always did this and I turned out okay," seem
o ;

to give credibility to what‘parents'do with their own children. Also, as
parents, people are and will continue to be inconsistent‘unlesi.théy are

_able to leaip.new ways of cammunicating with their children. P.E.T. pro=-

v

gram leaders believe that non-professignals can learn the skills used by ’

.

professionals in helping and communicating with their children. In fact

Gordon points out that for far too many years the professionals have’

communicated solely with one another when they should have, been communi-

' cating with others such asgpareﬁts.

P.E.T. has been described as a complete system of parent education.

"

It is built on these premises: ]
. e

1. Training before trouble occurs in a family, aiming primarily at
young parents or couples without children as yet.

7~ 2. Punishment can be discarded forever.

3. Teenaéers do not- rebel against parents, they rebel aga;nst

certain destructive methods of discipline. h

o ’ .

zg. Parents can and will be inconsistent as their feelings change

from ,day to day, from child to ¢hild; to be-cdonsistent would

mean being "false." ! , , .
5. Parents don't have to put up- a united front, fogggaidqusb denies

each person's true feelings. :

' 3

6. Active listening is the key between parents and kids.
7. Parents are stuck with I win-you lose or You win-I lose approa-
ches. e, : .

» - 2
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Gordon describes or defines parents by separating them into three

T
Thegkare: '

.

distinct groups.
1. The Winners, who:-

a. strohgly defend th€ir use of power and exercise of authority
\“/ over their children;

- .

b. believe in restricting, setting limits, demanding certain
behaviors, giving commands, demanding cbedience;-
A d ".(

-c. when conflicts arise, Qin and the child 10sé97

~

d. may be recoqnlzed by counselors throﬁgﬁ suoﬁ}remarks as,
"It is the responsibility of the parent. Eb\uggdauthority "

or "Parents know best,"

The Losérs, who:

and "It's for the chi

's own gojg

allow their children a great deal of fieedom;

avoid sefting limits;

»

. . " B
'c. are proud of the fact that they are not authoritarian; -

RS A

d. when conflicts ariseﬁ logse and the chilé w;ns.

3. The*Oscillators, who: _ .

( . -
a! find it impossible to follow one approach;

"b. swing back and forth between strict and 1enien§!~t6ugh and
eabBy; - _ —_

-’
L4 —

onflicts arise, sometimes.win and'sometimes loses:

v
-

c. whe

S : . t
d. are the most confused parents and whose children are often\\

. the most disturbed.

Parénts frequently see only two algerhatives for conflicts: "You win - I
’. - °
lose" and -'You lose - I win." P.E.T. is a no-lose approacq to settling
-~ . . < ) ' . .
conflicts. -~ ’ : .

v v A ‘o
- This no-lose approach builds on several techniques. The first skill

is ®active listening,” a method of encouraging childrén to accept respon;

.

sibility for finding solutions to théir own problems. Parents must come

to know and recognize their own feelings first and then their childred's.

Y N
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. All parents have areas of acceptance and areas of non-acceptance. Gordon L7
uses a redtangle to represent schematically. all possible behaviors of :
- % - ~ ~ .
. : P
children. Parents are asked to divide a rectangle to show their levels
. 4 . i . ; . E ;;{//
S of acceptance -and non-acceptance: J B . ‘.",,/’:’t -
e o - S
- .y F ) ) "1’ ,”/ 7 f/
. Area of . N
T Acceptance ’ ; - .
~ "., ).\ ‘
) . Area of ot
’ ’ ’ " | Non-Acceptance ‘
7 on—-Acceptanc N
, i ‘/a ‘
— \ A r'ectan‘gle for Maccepting" parents would-look like-this:— -
’ \
. . ) .
e Acceptance ’f"—‘ -
\ I ’ —
. - ° =
. -~ ﬁ»\ Non—-Acceptance <V , o
. -t \ . ) 3 )
L B L ‘
. . "~ oOne for "non-accepting" parents would look this way: : ’
’- . . . ;), . -.\
. . - f\‘ N hY
: . Acceptance S
- ' Nor'l—Acceptancé
. —
+
[y " . i
Rectangles for all parents change with each of their children and
according to what the conflict is over.' Gordon feels these graphic pre-
. sentations help parents see their feelings and the conditions that cause
+ ° feelings to change. To be an effective parent one must recognize one's
) I T . . . . b i :
) humanness, and recognize negative and positive feelings toward the:
<0 3 ‘ . . 38 {“'x) .
i . \‘1 ‘ . l‘/.,n by v - .‘ -A"‘ -
2:’.:4 AR . , T ' . / :
v L s . . ¢ ’
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; belleve that.non~acceptance-1s more helpful to thEII childreh than accep-

4

children.

~

This is one part of active listening.

~

Too fgsguently parents

-

<y . ]
better. .

a;cept about

&

In pP. E T. parents learn to codmunicaﬁe acceptance both nonrverbally

.

and verbally

They learn they can show acceptance by: :

% 1. Not intervening in the child's activitles and allowing him ‘or .

<7 her freedom. -
AN ‘ -

2?\§§§:rning to say not%i&g -- just, liet\ ing.

N 3.

responses.

- e
These Typical Twelve responses are:

1. Qrderfﬁg?wBirectin§77Coﬁﬁaﬁ§§ng
- s Telling the chlld to do something, giving an orxder or a R

. command

,,.'. R

Warning, Admonlshlng, Threatening ' . -

by

2.
5
:

ST .
. ‘ 3~? " Telling the child what consequences w111 ccur if he or she
’ « .., does saomething.” ~. \
: 3. Exhorting, Moralizing, Preachlng -
T 2 -
L Tfelling the child what he/she should or ought to do.
4. Advising, Giving Solutions 6r Suggestions
* S \“- v
Telling the child how to solve a problem, gL ing advice Qr -
suggestions; providing answers or solutions. =
' 5. Lecturing, Teaching, Giving Logical Arguments . \
. Trying to influence the child with. facts, coun ,§‘§fguments,
. logic, information, or your own opinions. ;
6. Judging, Crit1c1§§hg, Dlsagreelng, Blaming ¢ :

Making a negative judgment or evaluation of the chlld.‘ <



7. Praising, Agreeing . i
s : .
offering a posifive evaluation or judgment;.agreeing.

.

Name~Calling, Ridiculing, Shaming

8.
' Making the child feel foolish; puttirng the child into a
. _ category shpmlng. .

9. Interpretlng, Analyzing, Diagnoging - e
Telling the child what hls/her motives are or analyzing why )
he/she is doing or saylngvsomethlng, communlcatlng that- you
have hlm/her figured out or diadnosed.

10. Reassurlng, Sym?gth121ng, Counsellng, Supporting

. Trging to make the child feel better; talking him or her - ’ ’

.~ .. 7 outof feellngs, trying to make feellngs go gway; denying

the strength of his/her feelings.
11. Probing, Questioning, Interrogating
- /'. -
) Trying to find reasons, pgtives, tauses; searching for more
ey information to help you solve the problem.

&
e

A2, Withdrawing, Distracting, Humoring/ Diverting
- Trying to get the child away /from the problem, withdrawing
from the problem yourself, distracting-the child, kidding,

. pushing the problem aside (Goxdon, 1970, pp. 41-44). >
Ninety ;per cent of parents' responses fall into one of these cate- -

»

gories; \?hey need to learn that-none of these responses brings to the
elationship the kind of communication they desire. Most, if not all
- , ) . .

of these, shut the door pn, communication. iP:E.T. helps parents learn new
. b ‘ - .

S

3

responses to reopen the door.

Once this door betWeen parent‘and child is open, parents must learn
"door openers" to keep communlcatlon moving. Some of these are:-"Oh,"

»

"I see,” "Really " '"No kiddlng," "7ell me about 1t," "Let ] dlscuss 1t "

>~
-

"This seems 1mportant to ¥ou.
In active llstenlng tne receiver tries actively to understand what

-

The receiver does
N

the sender is feeling and whq% his/her message ‘means.
. . lf\'“ .
x

.
'S
)

¢ 40



2

.
-

not send. a message ’of his/her own but rather feeds back only what he/s}{e

feel{s the sender's message meant. Active listening wills
1. H;zp childrex_'xj find out what. they really are feeling.
- . 2. Hélp children become less afraid of negative feelings.
3. Promote a relationship of waz:-mth between parent and child.

. . 4. Facilitate proBlem-solv:Lng by the child because he/she can talk
i, it out. i e T

N

5. Keep the ball : in the child's ball park.

PR et
. h-v"

° Bas:Lc attitudes. a parent must demonstrate before mastery of active “
v

1istening are as follows (Gordon, 1970, pp. 59-60) : v,
=

- -

1. A parent must want to hear what the child has to s¥.,

S ¢ [ -
s} . .
K 2. A parent must %enuinely want to be ‘helpful to the child with the ‘
S particular’ problem at that time. ' , .
” 3. A parent must gex\minely be- able to accept his or her feelings. .
4. A parent must have a deep féeling of trust in.the child's capa-
_ city to handle fe 1ings, to work through them, and to find
’ solutions to probl .
o 5. A parent must feel Ithat feelings are transitory, not permanent.

R -~

6. A parent must be able to see- the child as scmeone separate from

. him or herself. . « .
’ ' - $ N
% N .. .
&re putting these new skills -to work, parents must be aware of

_problém ownership. Sometimes tl;? child owns the problem, and in this
- case active listening is a goocf idea. When a parent owns the problem
he or she becomes a sender. ~This chart is helpful for counselors ‘to use

with parents:. .. . -
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\ ‘ When the Child Owns .-~* When the-Parent Owns -
} . the Problem A the .Problem
T Child initiates communication Parent initiates ecommunication
e i ‘ - -
Parent is a listener Parent”is a sender. - b .
A . C ‘ v IR -
W ) Parent is a counselor . ‘'Parent is an influencer
. e . K. .
- . Parent wants to help child Parent wants to.help him or L

: herself: . | ) -
Parent is a "sounding board" Parent wahts to "gound off” L
. . - . $ ¥
. . ‘ :

* Parent helps child £ind a Parent has to find his & her - )

. ’ solution . : own solution. . "
. _ o 1 : T ) N .
Parent accepts child's solution Parent must be sa¥sfied with = ~~.. -
¢ Y solution him/herself :
. - Parent is primarily interested Parent is primarily inteérested *
: * in child's needs . . in own needs’

PEgent is more passiVe . Parent is more aggressive

(Gordon, 1970, p. 107) ) . .
4 - ) e s
;- , . S / ,
, . When parents own t;hsa problem they have three alternatives: tryi@/to
. modify the child directly, modifying the environment, aﬁd»_x}godifying them~
. selves. t\l?oo oftén wheg attempting to modify the child, parents _send
solutions \or_put-dcwn 'mess'ages to the child. Counselors must bring

Ve . s p
parents to a\eoint where they learn the d_ifferences between sending "you-

. Y . . .
messages" and \'{I-—messages_." I-messages are expressions of how a situa-
A 3 4

. v - . 4 L. . .
. tion~is making 2\ parent feel. They are more aCCEPtablg¢?__thGEeg and .
” ’“3;‘ v
- \‘ . ’ - - . 'Y
once again place ‘responsibility with them. You‘messages.ag_re evg.uauVe
i ‘ et

and critical and increase the conflict. Example&m

A ' \ | ; / .
. . coeb e = K2
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AN o . R - ~ay
- + JEPRPERER 2 st
0 - h. . N - R
. . You'd-better stop t-,}xatf I<cannot read when someone is hitting -~ p
. . ‘“{_.-" . N :l" — - me : ) .
_(."‘-“ Y d - P
BRCTRLIA ou are ba4 . ‘ oI don t feel like p}aying when I have ‘
‘f--""' 4 _1“‘* ' * 3 N a dom g ‘
- —r—mﬁw"—*’»»YQu.—are being silly . i : .
. - ) I sure get sad when I see.%\e room : '
. l Don’t you ever... S dirt? agai:n. ) ONe
"" B . Yd
- S . . . : ) ’ " o Y4
In P.E.T. counselors teach the gifference between primary and secondary-
»;‘\ i - - ., - . -
‘ 1 * - » -
feelings, so that parents can start sending messages from their primary - .

/,

feelings. - v A " / ' .
. Many parent=-child conflicts are nof. solved by confrontation or,

-
(o -

[ co > K i !
. changes in the environment. In such instances the’ z‘elationship owns the

r . ?

problem. When these conflicts occur most parents think " once again in

N win-lose terms. Gordon idgntifies Method I (Parents ‘Win) or conflict .
" “fesolution as the time when parents: N ] %
) . 1. Select a solution. - o
, 2 Announce. it and hope the child will acceptgit.- o .
-5 -~ @ 3.' Fir?%2 uéé persuasion to influence the child, later use power L ‘
‘ = T . and authority. ! A . A . E
R Prwlw I“are- : ,- RIS B o :
T’ ' R ‘ 1,9 Lov-v m vﬁlo% for the g};ild to carrY out the solution. RV
. ¢ oy . - :
. ) ' ) 2. Rehsentment ,to;ard _parents. . ‘ .
’ | ‘3. Di.fficulties in enforce‘mentﬁ. o e ) /.
. . . ) ) - . .
1" ' . - Lack of opportunity for the ¢ ld:‘to“’éeue'lop self-discipline. ’

C e ’ ¥
Method II, where the children supposedly win, is characterized by

"
- 3 J ’ « 0

K e . ) - . s
L children who: . L\\ .
- ) . . .
“ N - 14 Y

1. Learn how "to th¥ow temper tantrums to ‘control parents.

S . P
. . ~

|

ay ) ' . , .

T 2. Méike parents feel guilty: . 1 -

. . N . . ~, 4 . . . - -~
- £,

i » . .~ o 4




3. Say nasty, depre.cating things to their parents. \ . :

: 4. Are wild and unmanageable, \: .

\
5. Believe.their needs are .the most important. N
6. Lack inner .controls on their, behavior and become very self-
*  centered. : ‘" ‘

K ’
» . - * 3

7, Have peer difficulties. ) "f//// ' (S

8. Have difficulty adjusting to school. /I 4 o

9, Develop feelings of. insecurity about @heir parents’'- love. ‘ A

Method III is the no-lose method for.resolving conflicts.. This

o

B method is for those who view each othérgés equals, having relatively
- é i . ?

P

- -+ equal powér: This is a system in which everyone wins, as the solution
must be acceptable to-all. Briefly, here is how it works:
. : -

Pﬁient and child encounter a conflict of needs situation. .

-

o They agree to .work to&ether toward a solution acceptable to-
' ¥, -
o both. One or both offer solutions which are possible. .. ..

*

R

T After critical evaluation by those involved, a decision

.

s . is reached. No selling or power moves'are necessary be-
cause both parties have agreed to the solution.
Gordon defines Metod III as follows: )
P "Method I1I, then, is a~method by whlch each unique parenht .
and his unique child ¢an solve each of their unique con-
flicts by finding their oym unique solutions acceptable

< . -

. to both" (Gordon, 1970i-p. 200). . \

¢ Why is this effectlve? Probably because everyone participates and
makes a commxtment to a,solution. It eliminates the need for power and

requires less enforcement. A blg plus is that family members are able

- —“-/, , . - B
to locate the real problem.. . o ' ¢




.

‘ ° M { . - . -
The P.E.T. trainer's task is to help parents develop the use of

. .
.4

Methed III. ,First be sure that parents ﬁave discussed—the thhod with

o

their children and explained it thoropghly. The sik steps to Method III

~

are as follows:
Identify and define the conflict.

Generate possible alternative solutions.

Evaluate the alternative solutions. !

Decidé on the best acceptable solution.

Work out ways of implementing the‘solutign.
" Foll&# up to evaluate how it worked.
typicaily encounter probiemscof:

Initial distrﬁst and resistance.

Not finding an acceptable solution.®

’ v

Reverting to Method I. d

4. Building punishment into the decision. i

5. Broken agreements.
One last lessqn within P.E.T. is how to avoid being fired as a parent.

Parents get fired by-their kids when they hassle and harangue them to

-

change beliefs and values. Adolescents do not want to be denied their

S
LY

basic civil rights. Parents ask, "Can't I téach'my values?" Gordon

suggests that 3 "do as I do" approach is advisable andnot the "do as I

say, not as I do" approach. Parents can learn to b;‘consultgp;s to their

children, sharing, offering, suggesting, but not preaching or.imposing.-
A simple recommended exercise is to take a piece of sper and divide it

into two parts labeled, "Prcblems Agreed to be Child's Responsibility"

~

, b e ;
and "Problems That Must be Problem Solved," and list areas of difficulty .

in the appropriate category. Those in thé'first section need no mitual

~ .
b
KN
P
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, re&uire mutual problem-solving. This may help,when children have decided e

-«

not to trust their parents or any new methods. The children are so happy

. 7 . oL
N . . .
problem-solving as they belong to the child. Those in théﬁqecond will

L4

¢
to have all the items in the4§§§t column gone from the "hassl€" that fthey
¢ k ! ) : IS

gladly cooperate on those in the right column. _

When parents decide to modify the environment they can do so by:
. %

enriching, impoverishing, simplifying or child-proofing it; 11miting the =
child's life space; or substituting one activity for another. Counselors

should he sure parents know how to prepare their children for changes in

¢
5 o

the environment be?ore any changes take place. .It ig especially impor- N
*»

tant to plan ahead with older children, making sure they feel included. - f:
Modifying themselves as parents is probably the method of problem-

solution most threatehing to parents and‘host difficult to accept. It is *

much easier to concentrate on changing children or the enVironment. A

counselor must bring a parent to ask the question, "How ‘much do I like
VQ .

who I am?" Many parents have-difficulty ridding themselves of the value ‘ )

system under which they were raised and which now causesﬂprdﬂlems for . }
» ‘ R .
them w1th their children. Others have a feeling of own rship of their

. [

children. Still others want to make their children fit/a mold ‘key “% ¥

questions to use with parents are:

-

1. Can you become more accepting of yourself? ,J . ‘?‘
- { %‘

2. wWhose children are"they? " oot LT - '

5 Do you really like -chiTldren or just a certain type of child?
4. Are your values and beliefs the only true ones? . .

5. 1Is your primary’ relationship with your spouse?
fr . '

Many parents, once they begin to learn to express and accept true feel-

~

ings, grow to accept much more flexibility in -their relationships with

a4 | T . .

-*




"’

their "children. q}llibr;dge's (1972) study shows that parents who parti-

cipaéed in the P.E.T. program iﬁproved significantly in their overall

—~

.

>

0y »

attitudes towards their children. Parents' confidence in themselves, as

parents and acceptance of their childréﬁ showed significant improvement.

Stearn (19713 finds that P.E.T. trained parths become more ?emoqratic

'

in their attitudes toward the family.

\

4

L 4 Lo .
Therefore, it is possible for

»

-

counselors to work toward a goal of parents modifyipg'themgelves.

#

o

“

A

-
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- a Resources Ve o
P.E.T.,;Information. . Effectiveness Training Associates, 110 South Euclid
‘ . ¢ ‘ —— ‘ \
. .Q
Averue, Pasadena, California 91101. \
References
. . - . Do
Gotdon, Thomas. Parent effectiveness training: The "no2lose" program :
. . - ~ )
for raising responsible children. New York: Peteﬂrg. Wyden, 1970, °*
— — - - ; 3 < S #
. .0n being an effective parent. washington, D.C.! American .
Personnel and Guidance Association, 1607 New Hampshire Avenue,
N. W., Washington,'D. C. 20009, 1973 (Film). . ‘ 0 4

Guerney, Bernard. Filial therapy: 1Description and rationale. Journal

. of Consulting Psychologists, ;&64, 28, 304- 310. . .

»

o« !
. o

: Stover, Lillian, &, Anéronico, Michael P. On educating disadvantaged -

parepts to motivate children for learning: A flllal approach.

© -
Communzty Mental Health Journal 1967, 3(1}, 66-72.. - -
Howard, Doris. The professional parentw Journal of Emotional Education, ' /

-

~ 1969, 9(3), 96-101. o : o

b ¢ ¢ ~u : ' 3
*Kallman, James R., & Stollak, Gary E. Maternal hehavior toward children in L_
".. N '
need arousing situations. Paper presented at the Midwestern .
' } s e .

Psychological Association, Chicago, Illinois, 1974.
4

Kamali, Mohamad R A study of the effectivenesg of counseling in a

- ' 4
»

community parent-teacher education centex (rotoral'dissertation, .

© ¢

University of Oregon, 1967) Dissertation Abstracts International, .

-

. 1968, 29, - 23A~l24A, (University Microfilms No.’ 68-10 000) - o

lLarsdn, Roland. Can parent classes affect family communrcations?“ School -

N, Counselor?-197g, }24 261-270. . : AP ‘ s
:.’;{f’- . g " . \ . . . “ . , .
ke "\ - L8 M ¢
- » » "
Gt } "
", o - T'/, - kAT 7. T o4
Q . . _ .
.- 48 <, ’ N
’ . i JJ . L
. - L]
- /.‘:\ - e ; o »

.



), 2

*;

. -
1

Lillibridge, Edmund M. The relgtionship of a P.E.T. training program of

Paras

" >

change in parents self-assured attitudes and children)s perceptions

of parents (Doctoral dissertation, United States ,Internatibnal ,
s

University,_19723. Dissertation Abstracts International 1972, 32,
/

5613A. S :

McWhirter, J. Jeffries, & Kahn, Sharon E.,.A parent educationrgroup.

Elementary School Guidance and Cpunseling Journal, 1974, 9, 116-122. .

R

Moustakas, C. E., & Makowsky, G. Client—centered therapy with garents. ¢

Journal of Consulting Psychologists, 1952, 16, 338-342.

Penn, Lavern, & Bolding, James. Helping talks for helping children.

P

Elementary School Guidance and Counseling Journal, 1973, 9, -132-137.

RogersJ Carl R. On becoming a person. Boston: Houghton-Mifflin Co., '

— . -,

. Gentry Edition, 1970, 420. o . S

Giuber, S. Richard. Multiple-family group counseling Personnel and

-

Guidance Journal, l97l 49, 459e465

E 3

.Slavson, S. R. Child-centered grouELguidance of parents. New York:
~ o’ C ’,

International Universities Press, 1958. R

Stearn, Marshall B. The relationship of parent effectiveness training to
. . .\'

parent attitudes, parent behaVior and child self-esteem (Doctoral

l ~ N

dissertation, United States International University, 1971).

Pt R

Dissertation Abstracts International, 1971, 32, }SGSA-1886A.

. . »

N R}
y
T L
.

/tj

49 ‘



— ' o .

. The behavioral model of parent education assumes kthat much of the beha- °

Vior of both parents and children is learned. 1If a behavior is learned,
) it is subject to change by re-learning. The task of the parent educa- . /
tor and subsequently the parent is to look for the types of environmen- g
, tal changes that will result in new learning on the part of the child. o
.« ... 1Ina sense, this model trains parents as behavioral technicians or : i
¢ envirdnmental engineers. As such they leam observational ‘gkills, e

behaVior influence procedures, and means of evaluating their own perfor-
mance . ' . n
/

Chapter IV ! / <

Behavioral Parent Education Cme

. . ) o ' N ’
/ History : A »
The model of parent training currently receiving most recognition in S

. .
14 . . K4
»

professional literature is based on behavior modification. approaches. MG R
wiale These approaches have been developing since the late 1950 s in terms of

- . f ‘\ Ay

) their applications to direct work with parents. ?here have been a nunber
of attempts to define behavior modification, with the general consensus .
rnvolving some type of intervention based on techniques derived from

N

learning theory. Most writers feel that to qualify as behaVior modifica~
tion, an intervention neads to involve-some systematic use of these
techniques. Breger and McGaugh (1965) wrote. a critique of behayioral

< ) approacheskand ‘took the position tnat such a definition of behayior modi-

/ g .
fication was, if not Z;roneous, at least misleading. Their contention was

~

. e .
., + -

thaf no /heory of learning was fully accepted'and that many techniques of
behavior modification had little if any relationship to laboratory studies
of human or animal learning

Regardless of these early criticighs, behaVioral techniques have
flourished. ‘A more recent article by Jondon (l°72) takes a practical -

. approach to behavior modification, suggesting that practitioners look for

empirically prOVen techniqu and apply them because they work and not




EE
- . /
s . ’ <

- S

because of learning theory. In general, parent training using behavioral
. techniques takes a middle gound position using primarily principles de-~

rived from operant conditioning, social learning theory, and the experi-

-

mental analysis of behavior; applying them; and sééing if they work. If

théy are demonstrated effective, they are applied to new cases and set-

. . tings. ’ .
- The magority of the early references on behavioral parent trainingiv*‘
&

involved "training parents as therapists for their own Lhildren" (Guerney,

1969; Hawkins, Peterson, Schweid and Bijou, 1966; Hirsch and Walder, 1568;

Johnson and Brown, 1969; Mathis, 1971; Shah, 1969; 7agner, 1968; Wahler,

Winkel, Peterson, and Morrison, 1965; and Zeilberger, Sampen and Sloane,

1968); Several excellent review articles trace the develépment, range of
use,.techniques, and outcomes of early attempts at training parents (Cone » —
and Sloop4 1974; Berkewitz and Graziano, 1972; Johnson and Katz, 1973;

0'Dell, Jt9‘74; and Tavormina, 1974) ' : \ {

Of historical note is the group parent training first reported by

Pumroy: (1965). Prior to this effort and in a majority of subsequent

. JU——

approaches cne family received training at a time. The first-families
¢ . “

trained under the behavioral model ‘were those who came to a mental health

facility because of children's behavior, hence the tradition of single,

fami;y training. Since the problems demonstrated were usually rather

1!5 1

4 severe, the children were identified as_exceptional children. Also
Cof ; ¢ .

/ . .
Qbecause of the degree of behavior disturbance, the parents did not feell,

. ’ L
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beginning to receive considerable attehtion. The inclusion of parents

N

children to become part, if not the major source, of direct intervention
-

ig, self-injurious behavior,
e:L including stu?tering and
- v

AN~ . -
lective mutism, egcopresis}‘hyperaotivity, problems associated with

brain damage, antisoc1al responses, immatur ty., aggre331ve responses,

psychotic Séhavigég tantrums and withdrawal.

Even though these early
m
reports of behavioral parent training involve exceptional children,
many of the children s problems may "be seen as developmentalﬂ Many chrl-

dren exhibit one or more of these problems at

,
!

e p01nt in their develop
ment withoutsbeing referred to é mental heelth‘ acility %or treatment.
Accordingly, once it was demonstratZd that paren s‘could be taught to
manage severe behavior problems; trainers began wdrking with-parents‘on

more common concerns. \ .

~ Basic Assumptions

.” 'The basic assumption behind behavior modification approaches to

training parents (or anyone for that matter) 'is ‘that a great deal of
\ 1

- »
,

-

human behavzor results from learning.

It follows, then,\ that if a beha-

ct to such learning issues as forgetting and

vior is learned, 1t is subje

re-learning.j{Accordlngly, if learning is the basic Erobiem then, 1earn1ng

- 3

- ) mu7t be the basic-golution.

Another basic assumption is that much learn-

ing results from the interaction of the individual with the environment.

. - "

The assumption that follows this is that the environment must change

-~ -

prior to any changd in behavior that original?y related to the environment.

e '
. . 5 3m 124 = @

I . - - 52 " »
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- settings clearly sets the stage for using thé behavioral model in parent
' :
‘  training. : -
) S
. ‘ Goals . ’
» R - ———— » l

One of the goals most represented )}\ the" tra}ning of parents wi
a behayioral model relates directly to the type of diagnostic evaluation
&,2@; o
or assessment of the mo‘del.f 'rhis general evaluation scheme is the deter-

” mination of the existence of three types of problems: 1) Does the parson

. L \
do too much of something? 2) Does the person do too little of something? \\

3) Is there a problem with-the person not continuing to do something;‘ thatﬁ \v\
: b \

is valued or seen as appropriate? These are referred to as problems of

\ .‘excesseks, deficits, and maintenance respectively. Parental behaviors or
u\i ~ .
parenting skills are amenable to this same type of assessment.
. o5 ., .

It is clear that the very terms eXcesses, deficits, and maintenance
. problems imply social value judgments. Many critics of hehav:.or” xnodiffca-
tion take the position that such value judgxnents-'must be removed from the
o helping pro_fessions. However, proponents of the behavioral approach hold
that such judgments 'are made within the typical course of human interac-
tions and that making such judgments more openly meets ethica]: concerns.
. | The authors of this publication typically take the positicn that value
L Judgments are being made at all times when the concept of training is - ’ N
involved., Training for or in what? Anyt:.me you train someone, you have

}
) .
taken the position that it would be "better" fbr"ifthe person to have this

—~

new skill’ or concept. "Better" is obviously 3 value judgment.

The t&:aining of parents using the behavioral model- focuses on in-

, creasing parental skills in influenc:mg, controlling and direct:.ng
behavior and development, so that parents act_as_change agents for their

Q ' 53 . .
] . . \ VU 7 y




children . Parents have clearbx'lnchated that they de51re»pract1ca1

skills in child management (Moué\takas and Makowsky, 1952) The selection
' \

of areas where the children are tb be changed fits the assessment scheme
of deficits, excesses énd problems "of maintenance outlined above. The
basic goal of behavioral parent traingng is to have the pafents,

most significant aspect in the child's‘environment, accept the responsi-

-
-

b111ty for changing their own child. Tﬁ"s then assumes that the parent
w111 chaﬂge b;,aoquiﬁfng more skills. These increased skills could be” 7
seen in the remedlatlon of parental deficits, excesses or problems of
keeping the parent engaging in a certain b:iavior. If the assessment

of parental behavior is correct, remediation|results in changes in the

. &
assessed problems of the child.

the general goals of behaviorai parent training are: 1) training in

) R B

observational skills and agsessment, 2) forma1>tfaining in learning theory

. -
concepts, 3) application of these concepts to eir children, and usually
4) some type of progrmm evaluation, to detefminé \the effdttiveness ‘of the

intervention. To deal w1th aggclflc goals of the behav1ora1 model, it is

and”application are the central goal of the model.
P .

Obserxvation . . .

A review of the 11terature reveals that most of the didactic materi- ’

als and reports of practlcal 1nterventlons Wltﬁ%ﬁlngle fam;lles and groups

of families start with comments or emphasis on the 1mpo tance of learning
. b \'

- and how learning relates to human behavior. This type 6% opening quickly
presents basic assumptions of the model to parents. The &irst concept
“ - 3 «
B - . \ .
most sources -present is the importance of observation and &ecordlng of

’

behaviors.

.There is a oongentﬁated effort to operationalize definitions’
- El

. &




—time.

of behavier so that parents no;lpnger respond to global concerns such as’
"Johnny has a bad attitude" But rather focus on how many times Johnny
engages in specific obsertable,behaviors such as aping his chores, hit- -
tiﬁ§ hie little sister, complying with requests, throwiﬂé tantrums,

initiating arguments ‘at the -table, and completing school assignments on
. :

At this point parents are presented with deficits, excesses and

»

maintenance problemsyds the major focus of evaluatidn.

IS . - o

Most programs

require that parents select a specific behavior and record ifs occurrence

and/or non-occurrence., This data collection procedure ranges from a very

thorough and scientific one requiring a number of training sessions to
+
2
approaches considerably less systematic.
e

The goal of cbserving @nd reco/ding behavior is to determine :the

strength of a:given response. Once’ the strength of a response is deter-

L4

o
mined, the parent has a standard by which to measure change. If the
strength changes in the desired direction, the program is successful .
The strength of the target response can be measured a number of ways:

. - /

' : /
frequency of response, duration of response, resistance to extinction,

etc., with_the simple freéuency countgii? method of choice.
. / E2 e '

/

’

Functional Analysis 6f Behavior .

. Another concegt relating to evaluation£ the experimental or'func—

tional analysis oﬁ behavior, is typically presented early in tra;ning.

This is best deeé;ibed as looking at the antecedents of a glven behavior,

\J - *

- the behavior itselfrand the cohsequences of the behavior. It is an

follows a response, that response is likely tosj:j:;;fgi}n'in that set-
. ting. 1If'a particular event typlcally preceae get response, it may
R - “ ((% . P i o . -, e
- L [ A .
. ! Ss .. .
. ' Ui
y } . oo " )

,attempt to detgrmlne the stimuli that trigger, follow, ‘and may maintain

¢« o
( t

a response

if a pleasant event or the removal of an unpleasant event

?

* . . . ~ . . .
. - . e » - + _'v' ,

s e

4
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serve as a signal that a pleasant event will folloﬁ‘ifﬁthﬁftéréet re-
sponse is emitted. As an example of functional analysis the following
anecdote is broken down and presented in the three column form suggested -

by Bijou, Petersori and Ault'(1968): O

Setting: Mrs. Jones in discount store with Johnnle (age 5)

. Mrs. Jones and Johnnie walk past a table with small

’ plastic trucks. Johnnig says, "I want a truck." Mrs.
* _ Jones says, "No, you cai\t have one. You have a hun-

) dred like that at home already." Mrs. Joneg walks

L - on. Johnnie stays by the‘&ablesand starts to cry.

Mrs. Jones returns and says, "OK, 1f you have to have ‘

one, I can't stand to see you cry." They walk on with

Johnnie holding the truck and émiling. Johnnie spots

another table oply this one has a gtack of bags fukT ™ e

-

-

of candy. Johnnie says, "I want candy.'" Mom says ;f§
"No." Johnnie starts to cryj. Mom grabs the candy and
says, "OK, but wait till I 11 your father about this." v
Antecedent Behavior Consequence
1. Johnnie sees 2. Jghnnie says, "I = 3. Mother says, "~
truck. want " - "No."
3. Mother says, "No." 4. Johnnie cries. 5. Mother gives
’ L - ino ’
by . N .
6. .Johnnie sees 7. Johnnie says he - 8. Mother says,
candy. wants it. .. _"No." ) .
) * - i" ’z\-’ . . -
8. Mother says, "No." 9. Johnnie cries. 10. MotheX-gives - ,
) in. o

This example is clearly over-s;mplified but deﬁonstrates“the utility

Y s

of a functional analysis of behavior. We s<e that Johnnie s crying is

followed by a consequence reinforcing to him. He is llkely to repeat the
behavior where he: l) sees something, 2) requeets it, 3) has his request
‘turned down, 4) then beglns to cry and 5) has his wish gkanted. Th£§

three column table can help parents see the relationshlp between their
reponses and- their children's responses ard possible rewards for their - -

children. / . ,‘Y)

SEEE 6 .
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Reinforcement, Punishitent, an8 Extinction’ ) ot

€

Parents learn: the concepts of reihfdicing and punféhiﬁg behavior,

g 2

the effects of .each, when to use them, and probléms in their use or mis- '

. - . ) .
use. Parents discover that their own attentioﬁ, even though they may

© -
.

view it as a punishment when they are critical or negatfge with a chiid,

may maintain a target‘response and thus be classified as a reinforcer.

Social interaction as a reihforcer ;nd withdraw

of attention as an
- W

" -

-

extinguisher of a reponse maintained by attenfion are stressed. Parents

are encouraged to seek out as many reinforcement possibilities as possi-

ble and seldom resort °to‘the "M and M's" commonly associated with behavior

modification. \ » -
| ST —
.Four Major Ways of Changing the Strength‘of a Given Resﬁonse T D ///////
Procedure , . " Change in Response
1. Add a positive reinforcer ) ‘éﬁ
. ens
R after, the ‘response : . . Streng
2. Take away or allow to avoid i *Stréngthens
an aversive event ]
. v{w‘-‘
3, Add a punisher or +aversive Weakens
event S 4 ’ s
, ' , ‘ v
4. Take away a positive Weakens
reinforcer . .

These‘four change procedures plus modeling aré, when.chbined with
the fun;tional analysis of thavior,‘éhe»ﬁajor compénenés of‘the beha-
vior;;‘ﬁbag of triéks." Theéé are many more concepts, tegbniqués and
issues invoied, bué.tﬁesé four and'Qhéir c?;rect application are the-"

¢ \

| major concerns of parent trainers- (Kazdin, 1975).

..,
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A

Clear Signals .

. * 3
" Central in most barent training programs is emphasis on‘parents .
. developing better communication skillsf- Parents often fail to communi-
v . . .
" * cate rules and requeses'directlyjl Without elear commundcation, the . .
N : * parents' lack of verbal influence.on the ehild becomes readily apparent. -
‘, "According to behavioral techniques, parents must 'fzﬁiigg/;;;dlg;;;f‘

* , ence of their verbalizations/iz/ggiri g them with appropriate reinforce-

’

. ments and Eﬁnlshme:i;/;EB;S'palrlng establishes the power of influence

. in the parents' difections, reprimands, and positive comments’ (Bernal,
N N
o» T

uett and Burns, 1969).-: K
/ :

Contingency'éontracting and Token Economies .

—

Contingency contracting is an agreement between two people that each ° '

lee - " will deliver something the other values. The agreement specifies some ° e
~ . - . Eo Iy u,g;%m
type of SOClal exchange. Behavioral parent training programs éncourage

- . £ Y]

cont;ngency contracts in which the(parent agrees to provide something thé

-~

‘ Chlld 1dent1f1es as a reinforcer if the child meets a behav1oral goal. : .

J
The idea is simple,but negotiating a fair contract is often compllcated.

Homme, Casanyi, Gonzales, and Rechs (1969) and Stuart (1971) give examples

“of this technique? .

Token economies are mentioned in a number .of parent training refer-
) ) . .
. ences (Alvord, 1973; and Walker and Buckley, 1974). They involve a token

’ - _ e

given immediately after a desired response. .The token can be exchanged

14
¥ [
-later for a more common reinforcer or relnforclng event. The rationale .

behind us1ng token§ instead of the actual reinforcer is as fOllOWs. 1)
y ’ e '/ . ,
) ' it may be 1mposs;ble to d1spense certaln reinforcers at the time the

N -

desmred response takes place; 2) tokens can help bridge the temporal gap

> N between a desired response and delayed relnforcement 3)'tokens approXimate .

. 58 b J

*
TS o g w s A Lo, 4

~§




the "real"” world in which péople eafh tokens (money) to t;z(\ix for such
reinforcers as, fopd, clothing, and pleasant events; and 4) the use of

tokens specifies the task of the person desiring the modification. This

person must focus on the desired behavior and in a sense "catch" the

A3

targetzgerson being "good," a more positive orientation than catching a

child being bad.

R - 7 T - = o E . "
Program Generalization“and ProgramzMaintepance .

SRR _
Most parent training programs set up a system to help parents and

children expand their newly deveioped skills. Experiments in léaming
indicate that often responses learned in a specific setting take plag .

later only in that setting. " Generalization is not a certainty and must

. ' be built into the.program. The goal of training is for parents to apply

;iiﬁeir new knowledge ‘to other ‘settings and children and new behaviors.

The continuation of the child or parent's newly deveqloped behavior
\ . . S ‘ & K
must be built into the system to allow for built-in program obsodlescence.

Very few behavior modifiers or parents plan on having a given behavioral

intervention last forever. The program is a temporary environmental

-

change that can start a behavior going until the consequences available

. 8
in the environment can maintain it. These natural reinforcers,can be

either ex€hrnal to the individual or internalized cnes such as, "I am

doing a hetter job with the kids /" and, "It.seems to make Dad happy when

‘ v : -
I do this.” - - ) »

H
L]

- .

Prog &n Evaluation . : . =

«

: . i
Evaluation techniques assess response strength. If the strength of
a’ target response changes in the desired’ direction, then the program is

,8een as effective. More complex procedures can be used to rule out

.
; . - . ¢

: (14 T -
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‘fic setting. ‘e, \ ) :

serendipitous changes, but.these are beyond the scope of this chapter.

Interested readers axe referred to Kazdin (1975) . - i

N

* Training_procedures

- ot

Even though the mystique around behavior modification includes '

v

iﬁlpressions of precision problem solving, this is not the case in "real"
J;ife.' Such precision and adherence to scientifié principles would{_result

in explicit,éiweplicable tfaining procedures. ) Johnson and l&atz (1973)” -
an Lo
evaluated over 40 behavioral parent training studies, reviewing number

-

of subjects, adequacy of description, primary.training techniques, relia-

bility estimates of cbservations of the target behavior, demonstration

—_———————
2 SO

of contsol of the behavior, follow-up, and therapist time investment.

Sixteen of the studies were rated as vague in
. 14 T L« .
anNG
parent training operations, 29 as <lear instruc_t\jpns. .
- . . | /
The current authors reviewed the same studies and feel Johnson and Katz

. ’ . " ) /
were very generous in their evaluation since a common discussion of.

training procedures is "the parents were instructed in the ﬂzsic/-prin-
cipl’e’s( of operant conditioning and, ckserving behavior." * Most ,training

-

involves some basic didactic instruction by‘ the experifnenter N ~possibly

" a text or reading material, demonstration of procedures and ’ occasionally,

arrangements for cueing procedures S0 parents knaw what to dq in. 2 speci-

. + . ¥ ~~

Didactic Instructidn . NG .

-

Didactic training seems a blt incongruous w:.th the behav:Loral

-

r T
approach and there is some eVidence that it is less effective than '

hd -

modeling and self-observation (Lamb 1970) . Behavior modifiers !cnow that \

telling children what to do w:Lthout some’ program of reinforcement often

~ R N ¢ v

-
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has little éffect on behavior. Thek;ame holds true for instructing

2

‘parents. Yet programmed reinforcement is rarely used. N

. Y
Readitgterial ranges from hand-outs prepared by the ‘parent edu-

“ . ﬂv

cator to textbooks of theory and case studies. Home reading assignments

serve as )discussion foch One suéﬁ text, a manual by Becker (1971b), is

‘>|

’ « a very compléte work accompg'n ed by a manual ¢/group.leaders (Becker,

C 1971a). It follows each concept wn-_%notes of caution on applying th .

-4 - ,\

v technique and comprehension exercises’ "‘Ihe text 1so suggests projects N

to. carry out at home and discuss in group sessions. In ten units, .
P =

Becker's work covers: Consequences: Reinforcers and Punishers; Kinds of

. - ) O . : 2 :

- Reinforcers and Punishers; When to Reinforce; Using Stronger Reinforcers;

s ¢ -

Reinforcement and Punishment in Everyday Life; Why Parents (and TeacherS)

X

’ Goof: 'I‘he Criticism Trap; How to Reinforce; Punishment: Wheﬂ to, Hof\ , :
w3 [/~ AN yr\(t, . . s

to, and Why not to, Usually, Reasons, Rules, ‘and Reminc?ers, Your Child's -« '

-

,Personality and You. The authors have used this text along with other .

#

materials in both single and multiple family projects and have found it S

‘ " well received by p'a'relnt:s. Reading materials must be gauged to group _ : -4

members® feading levels .and interests. hd o .

> ° - [ - .

Role Plaxing \ . > - - i ‘ Lt

- . i

. - -Role playing allows. pareng educators to observe parents' actual .
Y . \( i .
) behaviors‘in analog situations. =Refinements jcan be made in role playing . .

‘. . situations until parents master new skills. Once this level is reached',- %‘
* A -r
parents are errcouraged to try out skills at home and. report back on the
¥ - [ 3 [-3 W o “

i > .
« ¥ .. results, obviously, role playing is a contrived situation, but the . o -

) authors of 'i:he monograph suggest that it is more like "the .real thing" s S

»

than just talk. Brockway (1974) cites a number of efféctive role play
\ lal »

examples.



2

St T

[ el

~y

. - TR . N e . -

Modeling ’ . .

Qorrect and incorrect responses are a modeling procedure. Another

type of m&deling in sindle family parent training‘ds the therapist, after

completing a thorough evaluation, demonstrating to parents the correct

.
’

way of lnteractlng thh "a child in a, spec1fig s1tuatlon. Typically,

parents observe this interaction between therapist and child from the

same room or through a one~way vision screen. Parents then attempt to ~

interact with a child in the manner.just'demonstrated; after mhich the
) - ¢ . .
therapist gives feedback on the performance (Johnson and Brown, 1969}.. °

. . ~

. > )
In cieing, the trainer is in the room with parent and child ‘and

_cbserves their interaction. When he or she feels a specifi¥c response is
Lo " n ]

o . L . .
required from a parent, the trainer presents a cue, such as a light ~
(Johnson and Brown, 1969), finger 31gna1 or coded message to prompt the

appropr1ate response. , Thls dlrect me thod "of 1nstruct10n has been repor-

-

tgd; very suceessful and is most used in single’ family“projects “typically

-

ih a clxnzcal setting.” V N . . N

é
V * -« i |

\\&Q In the “bug-xn—the—ear" cuélng technlque the trainee wears. a small
A ) \ \

! §
f&&lo recelver in the ear, rece1v1ng dlregtlons, suggestions, and prompts

.\ ¢ A ’ I
directly, w1thout d1sturb1ng the child involved. Because of its expense;
AR .
this technlque is beyond most counsekbrs' budgets (Welsh 1966). A less

.

: expensive adaptation of the techhidue uses the edrphone and mlcrophone

attachments of a tape-recorder. A long extension cord allows the trainer

t- : *

o comnmunicate with the traineefrom andther room, ’,

o

by rp
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i Contingency Contracting . .. ‘o -
. FOF ¢ : -
) e ‘ Contingency contracting specifies the belaviors parentd will carry
N g L. . ¢

}
out at home in return for consultation from thec trainer. This requires °

ek s

that’ participating parents demonstrate high motivation by carrying out

t ~ -

»their end of the contract (Eyberg, 1973) . ’
g
v - . A |

“Videota fpeﬁFeédback “ _ .

.. v i

’ -

Videotape is frequently used to record parent-child interaction as, ,‘

~ .
a basis for follow-up parent-trainer discussion. This technique 'has been

’

demonstrated effectivé (Lamb 1970; and'Bernal, Duryee, Pruett, and Burng' .

) f 1968) . Evengthough it is used primarily in single family training, it )
. ‘Y . r

. - could be applied in group settings also. This technique is used fre-*‘
quently in the training of counselors and ofger professionals and could

easily serve the same purpose in the training of parents.‘ For example, %

! all parents could bring their children to school to retord scme type of e
ot | .

4 - ' b (|
..--interaction for subsequent feedback. Many school districts‘have Video
faiaanstuyliey e e o A %“%w@wé*wvww
- o . equipment availgble. Where dhoh equipment is not an ailable. audio .recors’ a \
N ) o ST T \ \ R oo i “.’ \1 \
LT T j . ders can provide a\record for purposes of feedback and evaluation; tapes
A \ Voo * N
\ i could be played'to parent groups and all ‘could glean positive and nega- -

. tive examples of parental behavior.

- - .

Outline of a Group Approach to Parent Education Using a Behavioral Model

. The following program outline includes materials from various sources

. © and.builds on the experience of running several groups and training nany

. M

. single\families. Each—of seven two-hour weekly sessions starts with pre~-

N y e ‘ '
. & sentation_and summary of basic concepts, followed by a break, and review )
b". { -
. " of assignments -and assignment of next activity. Leaders demonstrate con- T

P ' ‘ oy :
FAE Y ] o~ . , g
o 1 ¢epts which‘parents ‘later role-play.’ ! - .o,
o . T . RV g - .
‘ coo AL

s * ; 6‘3 :‘lp ) . . . . .
\ . . Y
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Session # . . General Content _ -
1 Review of issues ralsed by parents in pretests and inter=~
views . / . .t B

A > . ' ) ! . R - v _’.
0T Introduction to the Behavioral Model of Evaluation
: . 1. Too much of something

: 2, :Too little of some thing .o

3. Problem of keeping something going .
C ) How people learn <
-]

. 1. Add SR+ ' .o ~ ¢

¢ K -, 2. Remove SR~ ' o
- - 3. Add SR~ - . i
: " 4. Remove SR+ ) .

: 5. Modeling

6. Time Out
TP T 7.° Extinction 3
N 8. Difference between. léarning and performance , ~N
11

PRI

.

9. Shaping S .

se™ .

<

: T L ASS;IGNMENT -- get each family to pick a “concern and keep
. TN " T, “an anecdotal record on the issue “until the next Week. :
< N . _ St , . B . . i . .
‘ CE 2 . = Review of anecdotal record assighment _
B AU ~ ’ . .
* YL o " ‘Br’eakmg down anecdotal record into a three-term contin~- -,
e rgeRcy table - f\ o . ’
S T 1. Antecedents of b§?h(§wi r Fe- %, S -
” - 2. {Behaviors well defined’ E ST
' ) /3. Consequences Of: behavi%r ' > S

- \/‘ . A~ o , ) ..
D:Lscussz.on ‘of gways é’fo measyrihg the strength' of .a given

- res oné
: P 9 L 7 N N ]
:' ) -// & - ASSIGNMENT o baselme colle,ctlon on two concerns 4 ’
W & = — -
- o 3 ¥ Review of concepts to date - .

L / . Each family presents baseline data according” ts a m%iel S
. , presented by instructor - .

& T L , o
-7 T Presehtation of some of the basic change procedures “- T
. ‘ AN
tae v 1 . s N - . - - “
. Review of. "How People Learn ] « ) T
:w-—cw«; — : S ] - ] : s . , . . ' - i o
L .-~ ASSIGNMENT ~- cont.mue basellqes e LA
* * * ! ’ b C ' s - 4 .
N \r - N L : . - i ; . i L
B PN ~,§\, . " o e n
} : S > ‘\‘ ] . . s - o " “
“ N 7 >, o f
o SO 64 P -
2 ‘ RS : - . . > ey
ERICT - i
..wm....,m L [ N PR ) :.& . }h?g;, “’57“%.«. )
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- Session # .’ / Genera)f Content
==

-

T

LIEAY

-

. hai . J 4 . Lt . VI'I hd
. . 47 Review béaé]:ij[iég— ) T T T T

N ‘
[ , . ! -

. Review change procedu
Selection of a changg procedure for and by each family

' Develo ent of a Gfgnd Plan =+
'ﬂefinition {- was the baseline definition appro—
prlaté?
, ) Selectig n of SR- or SR+ (Premack, Grandma s rule),’
S Select}on of oriteria ‘ £
Child“included in ﬁ?e contract? . !
Speqlfication of contract if a formal contract is -
. , > . - ¢ used
7 P . ‘ i '
. " Assmmmm -- parents carry.Gut" br;md Plah
fop e ' T " instructors Q:o £011cW-up with trouble=
AN . ) : shooting call &{tar two days

JCS afx N

* 7 = ¥
\
' .S  Review and evaluation® of Grand Plans

. Modiflcatlon of Grand Plans .

. .
- .

« N Introductlon of the morq .esoteric concepts such as sched--
: s - ules of reinforcement, mcdeling, chaining, etc.

Rev ew d&fference beb:een learning and perfomance

- 4 O 1 N M wﬁat issues seem to relate to"@ch o e

‘ _ Asersmmﬁw ~- continuation of Grand Plans and data
- N s, .collection ) X
Y - N * gtart baseline on .second concern ) .

e
W)

ooy ~, j < .

- o 6 \J.Revlew of Grand Plans )
‘I N .

- ' ‘ Eﬁ‘égoduc\:lom of \the general problem solving scheme under -

' / 1‘ - Shich w%have been operating N

\3\\1.‘_ Defmition of the problem: = o -

. '
“» . s * ‘) &P N C too &cn? :; ,J- - \ ‘ Hoo

L ST to Iittler~

i e ’ how to- Jteep it going? o
5. . I ' what\? Sbpens before? ¥ ' @
h ) : e . what 8% the ‘real response? ‘ ‘ .
¢ what’ happens a?:‘ter?

5

T
14

. . . .- ) 3
o . # . L N

st
»
~,

£
A¢

N4 - :

12




Session #-

ot 8 2.

i .

General Content

Generation of a number of possible interventions

(cont'd)

o

3: Selection of Grand Plan

~- gsome good, some bad, etc.

¢

can it be done? :

is it the simplest way to approach the
. problems?

does it create any more problems? |

who is in control of th an?

what are some of the possfble things that
can go wrong?

how do you decide- on SR+ and SR~, etc?

- can you get target person involved?

does target person see it as a problem?

1\ ’ o

4. Start Grand Plan

.
]

5. Evaluation of Grand Plan -

TT?nSfo of change : -

-

LI

. ASSIGNMENT '~ startirg of second Grand Plan

N - v . .

. NS

Playing psychologist-soéiai worker, etc.

Active 1lsten1ng
Respect for personal opinlon

‘ —Qlarxficati

_ Roles and docial exchénge ‘theory
5. ‘How to deal with fears

Moni tor second'Erand Plan

Arrange for follow~up

. s
»

. .
Training of Trainers

Generous use of refleationﬁand“requests for

Introducinﬁkthe ideas’ 1nvolved in~{ec1procal

PR

(Stern and Lamb, .1975)

The literature, on the behavioral approach to parent education does

3 s

"

.

not tréatutﬁé training of trainers as a specific topié.

of the llterature 1ndicates that initial theoretlcal train g'té followed

~

by more praptlcal training.,

3

-

e general tone

Fromrthe authors' own experien 2es thlq

w5y
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. practical training typically takes place on a single family basis. -Work-
’ ", ) . . " . .
5 , - ————ing-with groups of parents is one of the last stages of training (if
M ¢ * -)
', included in training at all). !
' i ~ i [y
Several references such as Becker (1971a) and Brockway (1974) give
s - . . et - ) )
« concrete suggestions to ledders.of parent groups but give very little
. ) ) s -
regarding the requisite skills for a parent educator within the bel}avioral
model. .-
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¢ - mcluded in this chapter are the prinpiples of rational ‘emotive |
. - . therapy ‘and their suggested applfcationsv in parent education. T
%l ’ y » i : E
. - i - . . ) . : & ¢ i ' ) *\ﬁ:
. . Chapter \' Tt L
i - - g 4 .'\ ? ' ’ e
e o Rational Emotive Therapy Model ' . . -
‘ v ] [ Lo _.':
. Historxaand\ Principlds . - o
. This particular theory of helping people began with Dr. Albert Ellis -
in New York City. * From his experiences\and study it became apparent that ’
‘t’;:i) /[4 v, \‘\ - % ﬁé \\j‘
people could be’ taught to approach -their. problems from a ;rational, ‘logical o
- S .
. point of view. ‘ e i & o
N ' o ? K L R e Lt
. - The central theme of R.E.T. according to,Ellis ig:) "Man is & unique=- - .
. . - ly rational as, well as’a. uniquely irrational’animal, »that Kis emotiona1< ’ N -
- w - &
. or. psychological disturbane'es are a result of his thiﬁking illogically or -
- ‘" ” ..
xﬁwﬁﬁm*.\ irrationally\, andtlthat he can r\id h;Lmselfx of most o£ his, emotioxral ‘or e L3
. . mental unhapp%ness ;‘[lneffectuality and disturbance if he learns toamaxi- T
N : o RO A4 ‘e v'%“f-f’”fr/, 1.
. mize his rational inking and minimize his irrational &}nking." (Ellis, TR AT
$ 4 > "
¥ '0. L /‘ :
: 1970, p. 36) Ellis believes that most people giving therapy are_ teachincj R
: ¢ .
. their cliex}}ts to reperceive and rethink life events and experiences. . g
e = " e
‘ - - R.E D, is based on the belief that people are not on}y indoc inated mth ‘
:d 12 I \\" ;
. irratiOnal mistaken ideas of their own worthiessness vghen they are youngy * \
- but they hold onto these into theirqadult lives. The, therapist's Job then S
N ¥, N o - S ";;4
is to show clients. g I RN - ) ) - DR« 7 L
. . P Y
. . , e " : P
~ 1 How "their. difficulties resﬁt\from distort;ed perc ption and ", S
: illogical thinking. v . . ~ T
5 ] 3
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-, A relatively simple method of reordering their perceptions and -
. St ) - reorgdniziflg their thinking to remove the basif ‘causes “of their
S L _ . difficulties. . ] '
£ o *Another helief Ellis offers is that rarely, if ever, do we experi-
. ence. any‘of %e s four operations (sensing, mov:.ng ’ emoting, and think- .
K T8 ing) in ieolation. In other words thoughts and emotions overlap. . L/
Sal L ° ¥
L v Rational emotive therwtes eleven major illogical and irrational
T e £ > T - -
L ideas whicbzcause people difficulties. T ‘ -
R N - ,
: : l. Itis a dir’e necessity for an adult human being to be loved )
e N approved’ by virtually every significant other ‘verson he or she ,
. v . knows. o .
. ” & € /g)- . - -
. 2. One should be thoroughly competent, adequate, and achieving in
I all possible respects to consider oneself worthwhile. '
.—‘ 3. Certain pepple are wi.cked and should be severely blamed and
N . ptmished for their villainy. o i
Lo ., r: ' ’
. - -4. It is awful arnd catastrophic when things are not the way one
. . - .' ‘wants th to be. .
o _‘\ . , * N - .
) ‘ ) . 5, Human ha iness is external‘ly caused; people. have lfttle or no’
. . N controlﬂover theix soyrows and 2\mrbances.u ' .
. - 6. If S'omg 1ing~is. or may be dangerous or fearsome one should be
vt L * terr By’ 'rned about it and dwell on ﬂxg‘iﬁ%ssibility of its
iy e i R % “{m
i, 7.3 ib ds easi‘ "favoid than_to face certain -1dfe- difficulties
: . 'H{ self—re sibi]lities\ . .
‘ - .,@ -8 '. e should be dependent on others and rely on someone strénger
= ) « . 57 {han-cnesélf. . ] . SN
I‘; T s ;9 / One's past histoxry is an. all~-important determiner of present
.';-. R —, avior; because something once .strongly  affected one 8 life,
e e - it- should indefinitely have a similar effect. : . .
o N A). ‘Oné’ sho\rld become quite upset over other people 8 problems and
. .. . disturbances. . .
1::,( > . - . * ;’ . &
P I . ll. 'I‘here is invariably a' right, p;r:ecise ’ and perfect solution to °
S 2! - . °  human problems, and ‘it is catastrophic if this pérfect solution
‘ : ' is not found. (Ellis, "1962,. pp. 61-68) A

+




. Goals *

-

! . Hauck (1967) pointe out that all that is needed £o eolve problems is

- to 1dentify false ideas, then use’ logicvto show and hoﬁefully convince a

“'\ et

, client of the ideas' irrationality. Once a child acquires new knowledge

. . ‘ J.n this way, parents must encourag\\him or her to behave‘\differently.

u ' R.E.T. programs familiarize parents with Elliexs eleven points.

SR - Couneelore want to be certain parents are skilled in logical thinking
T . LS J
practices. Parents need scme tin;e to drient themselves to this philoso-

phy which appears to be so simple .' Another learning task for the parente

is familiarization with Hauck's (1967) “Etroneous Beliefs of Child Hane.ge-

- - - . % .
X

. . ment." ) . S A

P ;

FAJ
3

&=

£

Couneelore also work toward the goal of familiarization withfthe

-t ,\{'.\ . ¢ special ta%cics Hauck liets. Parents ultimately would be able to use .
. M L T— - e

- o " the R.E T. approach not only to raise @tionall.y sound, happy children

but to heJ].p them.selvee feel less qui about their child-;rearing prac~

* ticee. ) '

Y i

- ’ 4\' 3 Q . ' Training Procedures - R : *
- ) T, ) ~ - ) i R ,
) - 3 - . . . 1

n ' . Hone Jf the R.E.T. literature 'specifies procedures for parent educa-

T . ' tion, addressing itself instead to the principfee and their application.

|
"%'We take‘ the liberty thi-oughdﬁt th'ie eeetipn to-suggest possible methods . ‘ ;}

' ’ - “i

: B ,fgé‘implénentation and organization. . ' -l . ~
) L ._ I As stated ab’ove, zational emotive couneelinb is based on people ' . '. o
K » remaining. rational and logical about events ‘and t::l.rr:um.ztanc:es.~ "Fc(; ’ - ‘ e '.
7 '-\ parents t.‘nis seems- quite difficult at -fi:st and Probably opposite; to -‘ - ’ - ’
;" O | t,heie current practices and’ habits' 'I‘herefore, we suggest at leaat tem uT “"

s ninety-&.nute {::aining eessibns to. fully develop each conoept and to
. vz 4 . . - ’) i o )
' pfactioe . :ole play soue aij:qations -7 SR

i . . i e . »




’, Sugges’t‘ibns for working with parents can be found by extending
J

¢ c Ellis experiences w:.th groups, some of which were with. families._ He

cL found that: .. . . ot ) ; ———
‘E%’ -a”.*.z N . e .

e 1. Groupbmembers have many members/participants to show how L s
.J.rrational the self-indoctrinations redlly are. . o .

Bl
3

/

s - 2. Group members act as counselors to each other as they more ’ \

,‘f ".clearly see ‘their own difficultieQ. . g
L Q oy . ‘ . ; - : N
s P Some"times ’3ust hearing ‘others’ problems is peneficial.. — . .
4. One parent's solution to a prob.leu helps other parents. . «
B ¥ 5, Some/times parents see somet}iing first in oﬁhers ¢ which they
see? later in themselves. | Q\
b - - i
. 6 ‘\Bsignments for homework are carried out better when suggested s :
> 'and assigned‘by the group itself. ~ . R L
- ) * 7. More hypotheses_are offeged since there are more participants. . = .
M b B . . " :. i - ) ’ . K -

‘Parents are not .put into a pressure , "true confession"”, situation but .

rathe_rare ;encouragedhby the counsélors and other group members to speak up. §

As in other models, the counselor must work to“ward making parents “un-
I?»;gv .

g, [N S .

, afraid to discuss difficulties with their children. T Vi rz

What' is it we are going ‘to teach these parents? :E'irst, counselors ‘ ";

have to cogcentrate on the under;ying princ les discussed earlier in

' ’ this chapter, since parents ‘need a good, understanding of these principles )
. _;' B 4 ! N o -. .. .
o before proceeding. . L ) ) > , ‘ -'._3",. o

p Next' presented would be the "Erroneous Beliefs of Child Management" e

as described by Hauck (1967) . : . e o Ce 0

\

* \\l Childreq Must Not Question or Disagree with ‘I‘heir Superiors. o .

) . L a, Some disagreement' is good as pa.rents could;:“oe. wrong.'

. b. Our children do not think legs of us Just beca théy jdis-

. L approve of our thinking, o v
)

»

« -

c. - Just .becme a child is silent does not mean.he is {n agree~
ment. . .
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'd. A child is not thinking for himSelf.

e+ We might be asking 3/child to be untruthful. L

Y. =

€. Me might create guilt.u ) o .

g. Forbiddin disagreement denies the ability to reason which
is an ess‘entialh tool for control df our emotions.

. . ]
A Child dnd His/Her Behavior are the Same.

" 4. Pam-ents must separate their children from the children s

- a. Learning occurs as we pz{apt:l.ce what we preach; S

¢ acts.

»/ t ¢

b. - Parents must accept the fact that we are all human and humans .

aren 't perfect.

C. Objectionable behavior occurs because of low ixitelligence,
ignorance or lack of skill,. and emotional disturbance.,

Children Can.Upset Their Superiors. g

a. We as parents upset ourselves. .
_ , .

b. We must learn to ask ourselves, "What -did I say to myself
just before I b«{:ame upset?" 3

c. We upset ourselves when we believe it is necessgx to have

. well-behaved -children. '
H

d. We confuse desires with needs.

7
¥
R

N

o

Punishment, Guilt, and Blame are Effective Methods of Child -
:Management. L
- .
a; Parents must be’sure that the discipline does ﬂot become a
"hew crime. ¥

Q

c. ’me child's inward thinking must change as well as outward
behavior. - \ .

RS

d. Demand perfection and you will havé a tense child.

(3

e. Correcting with anger builds resentment and hatred in the
child. ’ . )
. - 4 Y

£. These tend to create emotional disturbance and misconduct.

children Learn More fran Wha} Their superiorl»Say \I‘han from
'What They DO. . . . v ' .

. 2
* . e [ LIRS

-x. . 7§ ’./U

" b. Undesirable behavior must become desirable in some new way._ .
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. ’ - . . P ‘ . B
’ ’ N i .
& ‘ . ’ ’
: » . / . v ~
b. If parents seldom get angry over frustrations, children thena o )
see control.oftemotion works. ’/ M
! o ! ¢ o ‘ . . ‘J' 5 N
6. Praise Spoils a Child. ~ " - o LT 0
‘, /’ /“, ’ ,". - I's . -
a. Praise the‘ZtB ct not the child. T, s < e
b. Praise acts as a reward and strengthens Ahte- beﬁavior. ’ o
Ny Lt ,, . v E
c. A'child feels good about himself or herself. . .
d. Lack of control spoils children’, not praise. e L o
:e. Less harm is.% done by over—praising than by under-praising. * \
5;5‘"‘””“7?», Children Must Not Bé Frustrated. i ",‘ Vs - .
N : LT rx
2 »
) JEe-2 It will make, adult life seem more frustrating if children-
& are protec%d from frustration during childhood
., Y b. Children are bored without some problems and challenges. %
. . O "
c¢. ¢Children must learn to avoid unnecessary frustrations, ' “ "
remove or minimize problems /after they ‘arise: ,and to accept’ :
what they cannot change. T T X ;
"8. Heavy Penalties Work Best If Applied First, @ s‘j; .. ‘
a. ’Undue punishment breeds contempt. .y ) ‘
(K -
b. After all, if things can't get any worse, why behave? ) o
c. Severe punishment can work oo well and make a child fearful :
v of all situations. . o e .
» . - | - ' * , N - n )« . ‘
_9. A Child Must Earn His/Her Parents' Love. . - _ SR N .
. a. Do not withhold love for misbehavior., S , '.:i;.‘
b. Love*asf payment is hard on the learning process; the child ’
is in an all or nothing situation. Y I .
s - - o=
. 10. children Should be Calmed First, Adults Second. - - Y
a. Adults should éalm themselves first in order to be effective )
— - teachers.’ ' . ) . . ’
. bJ If adults are not ca]m the child's behayior will only in- ,
’ crease. . . . Vv o
» o3
After pursuing each qof these incorrect beliefs, the rea“soning behind .
them and the results of such actions, pare‘:s practice and diScuss how el
' < . . . : ’ ) ¢ ' . . * i
. . . . : - . .. “ N £
. y S e 2 LA AR
ST Lo, R 80 % { LTt . . .
Y e - BT . -~ f . . - N
g N : /'_-\ ’ . w'e
R S S - L . B BE -
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v ~ . . ' ke s <, - . LS e S
they apply to their situations., A counselor I{i'ay focus on undesi‘rab%L i
habits” of child’rep, fears of children, angerk etc. as topics for dis-
' A N NL . AV [ ‘ o / ) .0 \
cussion. ~4§’%,°‘ KR . L . o
. e L . ¥ .y
- When sessions are’ almost com;ﬂete it 1 gpod to covér Hauck's Spe— >
. ' . 1 ‘"; s v H
. . _cial Instruct:.ons to Parents (1967) In brief* they are: 4 .
. ¢ <t " &y ‘ e :
1. Do not change your tactics just because they do not produce . _— >:
N immediate results. o v S UEDT T e B T A
2. Penalize misbehavior which is a neact.ion to a penalty IR
A m
3. Tantr,ums and- acting out look worse tban»they really’ ar_e'.f . f\ s -
4. MisbehaVior will often worsen before it gets: better. e o
v . LT T e ;
. S (. T g LT
5. our being upset is their reward, : C . Tt
- . ’ o ~ ) ffj ) :?'
B - 6. Only be concerned with some ‘of the child's frustrata.ons. ‘
. s e 5 7 ) < ,;{dA ’ k
+7. Practically all parents have regrét over. being fiar;ent:s. . o o
- ) ¢ A . . ':‘ C\ .
2 . . . X + .. T 3 .
8, Experiment if/you want -- pa‘rental mistakes are seldom fatal, T bt
) » N = . . i?i*n
. 9, Remember, your child should be praJ.sed more than cnticized. i S

This should be helpful to parents as they begin to,apply R.E\T. : S

principles on their own, Knaus says that guidance counélors can save : "
A much time by using a system which goes ‘;directlx“ to the irrauﬁal heart‘ 0 :
- o . S T i:.",, o Tl

) < of problems using words and metho&s which are: familiar o all concexngd

i ,? -: . PR
. (Knaus, 1975). This should provide _sque added encouragement to counselors . . :
- . . ‘XA N & ﬁ"\ - LA
‘ e L0 [ ~ . NI T4 ]

e C T Ee e o .47 . [ .

B . to -try this model of parent education. T, TR P T 08
-~ - R . . s S e ., .
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Seyeral models of parent- education, mental health related interven- O
tions, and examples of parent training are presented in this chapter. T ,;.'f
The material in this chapter may be very useful to a parent educator but O
" + has no%ncluded specifics on parent education or on the traJ\ning proces . L
5 . dures involved.- Psyéhoanalytic models (including the Child study - ‘
o }(“ ;sgciation of American and Transactional Analysis) . reality therapy,

i " H

Ginott, pre-school examples are reviewed. - . :

‘
1

- A . B ,
. — ’Q’ ¥
.

- . - . ‘ ’ al:apter VI . ‘_r ‘ .. N ‘

| " Additional Models and Uses of. Parent éducation . ) . )

2 ’

- 4

- . . Psychoanalytic

-

AL

: a.story and Basic Assumptions . s .

2

v .
. e .

distinc enough in their approach to separate them from the eclectic : -

e psychoanalytic approach fits this category.- The basic . T d

. -"'@7": ?}

(\i,ﬂ/

‘435';“‘\‘

. . based more o a medical model than on an educational model. Psychoanaiy-. DR ;

) . " sis is a re-léarning e:"iperience in which patignts learn about their . -

e ) emotional state i and the 'con@ﬁons betWeen them, theiré reactions: to .
Y

. . s,

these. states and to external events.. The theoretical orientation empha-
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: . ‘ Hence, educata.on of patients (and/or parents)\/ is basically outside the

- . . . ~ ’ . .

territory of classrca'lesychoanaiysis.

.

In spite of the la

— < Y
-

' of congruence between classical psychoanalysis

¢

<
PP ENPOPY- v PO

and parent education, it

83 o '8\) ; _.-“ A
oy

interesting to note that one of Freud's “first :
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cases involved trg;ning a parent to carry out the psychoana

§§:sis invol-
4

the treatment by servzng as consultant fo the boy's father (Freud, 1950) .

.

Thls training of a parent in psychdéanalytic technlques is clearly withln

-

A'ving a child, "Little Hans, " who had a fear of horses. carried out

Fre

-

the rarge of "therapy" while many behavioral m§dels of tralnlngwparents

-as .therapists fall more in the educational realm.

Child Study Association of America

233

Y

History

One of the most extensive examples of ‘parent educatlon in the 11ter—
4

- o v

3 .
ature is the program of the ¢child Study Assoclation of Amerlca {Csaa). The
- : \\
* * his purposes, phxlosophy, and programs of th1s assoclatlon are

SN
clearly\described in two sources:

\
Parents.Learn Through.Dlscusslon.

\».‘

Prlncrpies and Practices of Parent Group,Education by Aline B. Auerbach

(1968) and Educatlon for Child Rearing by Or'hlle G. Brim (19595

>
.

h sources indicate that when the Child study Asgociation of Amerlca was

B

Both

founded durlng the 1880's, its function was to meet: the\needs of what
=

L]

appears to have been a group of mlddle-class, well-educated mothers who

N

wanted to study experts' oplnlons on child rearing.

‘e

. x ~
” .

From th1s rather

~ clearly tradrtlonal educatlonal beglnning, the Csaa qtaff began to rea-

11z@ that parents needed to understand not only their chlldren s needs

-

!

°
-~

but .their own needs as well. The group'discuSSxon format Was deVeloped

’;;;,__én_;as/afﬁiangftoihe1p parents find out'more-about themselves.

Qver the

.
- o

years these parent groups, as outlined 5} Auerbacﬁ and Brim, developed "

i

a phllosophy and styf\\that is fazrly ébnsistent w1th the psychoanaly&ic

v1ew of- human development.'

to the program ‘were psychoanalysts.

e

Several of the mostmlnfluentlal c9nsu1tants

P -
3

Further support for. classxfying the

f ot £ e

e

. C.SAA 15r°9ram as PSYCﬁqarilytfca'lly.l?r

- 4
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. x = . -
"_:Ln t.he fam:Lly (Auerbach, 1968, p._ 15@)‘/’3 She adds, howevgﬁj,wthat 1n no
N '
t ~ ‘ < )
way does a group l‘eaderq,attempt to ellciiyt "for@otten or unconsclous

’ .,

description of the}@sii.ls needed by group leaders. She sp‘laées, "thisg

i .
knowledge should be based ong the psychodynamic point of view, and should

include a sens:LtJ.ve awareness of the 'language of behav1or' ~- the TQean-

1 -

1ngs, mamfestat;ions ~—and etiology of behavlor in general apd particularly

’\ i o~
EO %

>

— L_‘-__ S e - q/_

material. This avoidance of direct attempts at focus:Lng on unconsgious

- /

‘material‘is a /major distinction beWeeni psy[choanlysis and psychoanaly~ '
tically orientdd parent education. . ' ' - a
-
Basic assumptions maintained by the CSAA program in addition to

s

psychodynamic assumptions'are outlined by _Ag._;e)rhach as follows:

1. Parents can learn.

P : . I . -
- 2. Parentswant to learn. T

>

3. Parents .Jearn best what they are interested in learning. '
4, Learn:Lng is most s:Lgn:Lf:Lcant when the- subject matter is closely
related to the parents' own immediate experience with their

) children. - - o -

~

/' 5. Parents can learn best when: they «are free to create their own
response to a situation. * ¢ ' .

v .- ] s . X Q ‘
‘6. Parent ngon is ag much .an emotional experience as i
: , 1s an inte lectual one. . g ’ .
g - ~ " = » * . Py L3 ’ A
= L4
7. Parents can ,lea:rrr.‘from one aw.her. §°
. r r L » .
8. Parent. group education provides the basis for'remakj.ng ‘experi-~
ence. B .
B '
9, Each pa%lt learns his ‘or "her om way: . . . . f
i . Lo P (Auerbach, 1968, pages 23-28.)
Of these basic assumptipns, nmnbgrs 6. and 8 most closely identify the’
approach as related Zb a\psychoanalytic model. . . - h oL
- . . - 4 o .
ﬁ y , . ~ ’ ‘ _' ) v o ) . e ‘. ’
o ’ ”-‘: ) ' ' ' - - .t .
i -'9“ . - Voo . /o
Pl v . ‘:;' M
5 . .
.. N 85 ., ’ .
AR . T R -
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,V\a The goals of the CSAA ,can be inferred directly from °

' philosophy. Auerhath warns that her book is not thertypical‘handbook L

together and haye common concerns." The training methods are so entwined ’ k

L « - . ‘ '

h model of traxnlng. Thls model of traxnlng 1s very much llke the model

N Pl . . qh‘. _,;
: afbr trainlng profes91onal 80c1a1 workeri&' -f Yous o, L T

-t
.

gy
¥

s
. . Qﬁmmt -,‘@wmaf
) .

. . : Y

»

%fﬁ:ﬂﬁer’o;,tﬂ%
-2l i P
above assumptions. A;major goal of the CSAA parent education program is ,"

to develop and use a program based on-both sound practice and sound :

; £

but one presenting a philosophy along with some pr al experience.
. 4 :
4 u . B
Accordingly, the goals of the program are not easi enumerated in a . ]

short list. The program expects parents to Aecome,more aware of their

~

children's developmental stages and the needs particularly important at

each stage. Parents are expected to evaluate themselves in terms of what

-~ L 5 -

goa}s are as parents. They are expected;to dbserve how their ‘
» . - )

7o vy

theiy

goa1s reiate to prev1ous eXperlence and become‘more“aware cf“lnteractlons

/ * 2

thaﬁ take place in the family setting., Tpe final area of expected per~,
s’ i - . - ';j')
sonal and pérental growth 1s an anreased appreclat;on for the large - L
QQ‘_‘ 4 ‘

number of events and c1rcum5tances that dlrectly lnfluence both child’

~

and parent. . ’ . - . s

. EER] - - s

Prairing and Training of Trainers.:- ‘ o » ; . léf
3 y e S - . . . (SN

The.technique of pareht education is entireay group discussion. I

¢ ITe

‘Hence, groqudynamlcs and group process are key 1ssues’1n tralnlng. "The

baslc assumptlons of . the csih program convey that the medfhm is the mes-
— —

sage. The group hwips select agenda toplcs, supports aﬁd encourages x
/] . . '
individual members, and sets an atmosphere of "we are all’'in th1s thlng . i

- ’ - . A
' ’ . T4

M . » - S . .
with the philosophy and goals-that readers are_directed to,the~or1g1nal 4 ’
£ N
sources if, after thls brlef exposure, they. have an interest 1n thlsi“ s . g
. - / . v o
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The Child%tudy Association of Arerica proya.des thi:s txaim.ng pro- .S
% T \Z‘ N T

gram in the New on;m area and in other areas as well,.] CSAA training
. o
focuses on child development, group processes, and dyr;/@ically oriented .

* & Doy

~

approaches to studying humans. 'I'he Association typically provides
P . .

. L4 -

direct consultation and supervision of trainees when they run their ‘ -
* N : . y f‘ ‘» ' h -.‘
. inditial groups » e . - =
. o S . s ' ot
. ”; B NS . .w . ‘\. .
’ =N - s « . 4
' 2" Transactional Analysis N - =
¢ .;" g -
ve . . . . FNSTN -
History and Basic Assumptionk o - 2 i m\ .
- Ny { ! .
., L] ) . 7 » -.42 ) ,
- Transactional analysis is another model of interventiofi linked * | j .
N ’:‘ S . - o
’ directly to the ‘psychoanal’ytic framework. Berne (1961}, describing trans-
- ’ A‘# actional analySis, discusses three ego 0 states that can be determined by  — .
. )

what he calls "structural analysis." This structural analysis inVOlves .

the separat,ion or segregation ‘of the Pa?:ent,, Adui't, and ¢hild ego states,

The Parent ego state ihvolves- those aspects of a person dealing with pre-

v / . .

scriptlions and proscriptions. When a man's inner;, language tells him that #
', 4

he sho_ d or should not do something, his 3. parent is in control. 'I‘he, e T I
- éz . ' , * T
i{duglt egy state funct:,ons rationally and tests reality. When a woman's @ ’

.

wngéata, compari’hg bitg of information‘and input, her Adult is in
« ; ~ , »
control. ;l'he‘ Child ego state involves fears and desires.. When a man's
@t L !

inner ianguage tells him_he woul& like to do a gJ.ven act even though it

inner language is functioning\muclj like a ccmputer, checking facts, up- ) , .

n?ight be forbidden, then the Chl(ld is functlonmg. - o «' )
r ) H -
"Berné (1961) 1ndicates tl%at in many ways these *égo states are dif-
. 4

ferent from the psychoanalytic constructs of superego, ego and id,

@spectively. To the unitiated, however,, the states appear extremely,

» ‘ g i - .
smilar.z B U e S
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' Proponeﬁts o% \'\l‘ransactz.ona,l Analys:Ls ('.;.‘A) focus on two activities n- A
s¥ructural” analysis as outline@ abow}e, d tranéac‘;ional analysis. 'I‘rans-
actional analysis examines the t;.ransza t:.on# between,. dj_.vidual's. 'I‘hese -

. Y <
transactlonswar'e analg;zed on the basis of t}:’e ego stateg of each of the -
A person acts within‘a given ego

people J:n‘\rolved in thf interc&nge.‘

state when attempt:.ng to communlcate with another person. That communi*

o *

cat:Lon is ad°dressed to a particular, ego state in tha other person. As :

- 3 4 . N -

Berne (1972) pomts out, when two people contact one another six ego ]

.
\ o 4

states may be \invglyed. When only two ego states are 1nvolved in the ‘
l ad 4 - .
tota; exchange, the transactlon is %:mplement;ary 'nus type of exchange - t
/ ' :
- can be made ] peatedly s:.nce it meeWs the conununicat:.ons needs of the T, .

- . -
.

An example of th s type of cbnm\unlcatlon is given by

Farties 1n§;olved

j L k! °
glak\rls (1961) aléng-with the following diagram to 1nd1c1 the parallel b
lines show:Lng the domplementary nature of the exchange' ‘ *
. ; -!\ ~ - -
A man on a bus asks the driver if they will arrive
- _ at their destination on time. The bus.driver , - ‘
» .  replies that they will arxive on time. , - f’ R .
' c . . . . N
. - . s .. &
$ v o

“#.

-~
A
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';i ' indicatin‘g a desire for information. drivel_t,reg;ied' from his adult
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;13:,#1 . . ego state with a d&ect resjionse to fg. reot questlon. Yet, another % L s
- DA .  — ¥ e R
. complementary transaction .c%n be " seen n the fbllowmg exaxﬁple* - c;:\;, v e
| “. A a wife-requestsl that her pusband remove a dead ’ VR L
. . v mouse from a trap H:ecause she is so frightent .. :
.. ", by mice. Th husﬂand»gzgg;ies with this reqiest- ' o !
P P . - because he 15* big @nd stuong and needs to take & .. o
o . care of the ?ttl woeman, i e .
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. Again, the flow is parallel and the;;efo ' g,omplementary ‘I‘his t'ypet’of- S
r canmum.cat:.on can cont:.nue untll pne m et becomes tired of the proce— ) ) _" «
\ , . . . PSRRI S
- <« . nay
. Sre - dures. If the husband changes his respo se to. one that ind:.lcates that ."‘ :
» * N -t » ‘,‘- ‘ ) T \';:
. Y e . ’:
L. 8the wxfe is now old enough- to solve thls type of problem herself ‘and. that .t
‘ . - AT ' - /;’ ., f R o .. L . oo, 8 2
L. - ’ he .'LS noty 1ohger goxng to remove ﬂu.ce’ for her, he_is .respoffdz.ng ﬁrom,a L _"9 L
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,parent ego staog The lmes are ‘no longer- pax:allel-- He,nce, the tyimgac~ - f I ;
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‘ R * tion is now a (;rossed }r( unéomplemehtary traxis!ctlon and ccwnﬂ{xicatioh is o
S .o
F . s N - s N . - ,";‘:
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Wife

 Husband .

Transactional analysis also implies a more thorough evaluation oﬁf

the'fdrms of social action. Berne (1972) indicaées t#gt there arg/;gx
. basic types of social behavior available when two people interact:

- N N ~
1. Withdrawal -- with no overt communication.

signs of mutual recognition, strokes. &,

Tz . -

2 work; externally oriented toward the task

Rituals =--

. 3. Activities

4. . Pastimes -- repqtitive interchanges, socia&ly progtammed.

~ . - . R 1
@ 5. Games -- interactions with hidden ulterior motiveélwhere both’ N
£ Cy parties collect some type of payoff. S
R - . :.
6. Intimacy -- game-free, candid exchanges, /— ~ "
. N \ &

Intaddltlon to these basic tﬁpes of social actlons, scrypts or life plans

’ .
The six forms of social acq;gnlllsted above ' N

are a central concept in ?A.
' .

L
N ]

are ways to structure short peiiods of time; the scribg'is essentially a
o : .. vV 4
ge’son's master plan for spefiding a lifetime. LI

AR . 4
.

L 4
Berne and other proponents of TA indicate t@at children develop all . "

three ego states at.an early age.

They sugges t that children by the age : ‘

£ .
. Y N \ : " e “» o ~ Lt
..of 10-12 months have,&ebelopea boﬁh Paf%nt\and Adulf\ggo states in "
. . ., A ! T,
. . Y . - ./ -. . ,.’ .. - A
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addition to their obvious Child state. These states are in.coﬁstant £ lux.
. t

Children develop ego states by observing and modeling parents and others’
. ",
¢ 5

Traiﬁg' . . ) .

v

.o James (1974), in an interesting book\Fitled: Transactional Analysis

for Moms agd'Dads: what Do You'Do with Them Now That You've Got Them,

h v

€ - -
suggests how parents scan use TA concepts in evaluating: themselves and
- ’ ' »

e .
their interactions with their children. By determiﬁ&ng the ego states

. -

‘- involved in qn\ethﬁnge with their child, parents better understand

communication and commﬁnipapion break-down. The book is written for pro-

fessionals and parents but includes no specific shggestions for barent
< . .

gducdtoré to use in assisting pdfents with;gransactional analysis. James
and Jongeward (1971) present a number of specific suggestions and exer-
————— © . 4 -

cises combining TA and Gestalt concepts that would be useful in work with

. - .
} ol

Training of Trainers »

)

parents;

Most training of profesSionals in the use of TA techniques is con-

ducted outside T:he standard graduate programs for counselors. There are
several institutes at which people can receive training by certified TA ,

‘ . v . .
instructors: In‘gddition, TA workshops often accompany various profes-—

sion}l meetings! For more information on TA training, James (1974)
Lo > ‘ 7 ~
shggésts the following addresses: ' . ‘

. ’ . ’
_Intérnational Transactional Analysis Association
3155 College Avenue Com A

Berkeley, -California 94705

. 1

- ) and
. Transactional Analysis Institute

Box 356
Lafayette, California 94549

L
9l AR

L
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History

.

" This aﬁproaéh to counseling and therapy was initiated by William
.

4 Ny

Ll
Glasser}{M.D. When he was finishing his training in psychiatry, it

’
.

became apparent to him that the medical model qf-tpera§§ was not Euccesst
~ T

ful."He noted the years n&eded for therapy, the patients who never leave -.
, .

the hospital, and those who keep returning to therapy.

Basic Assumptions

. . . . - T [N
3 Glasser (1965) describes reality therapy as leading a person toward
- ST

.dealing successfully with the real world. A therapist must be able not
only to help patients accept' the real world, but to help them fulfill

their needs in it. It is Glasser's belief that most people enter therapy

.

because .they are not having some of their needs fMlfilled. To fulfill
our needs we must:

l. Be involved wi;h.other people. ~—

N v

2. Love and be ‘loved. ' RN
3. Feel we are worthwhile to ourselves and others. '
Reality therapy defines responsibility as "the ability to fulfill

one's needs and t§ do so in a way that does not deprive others of the

ability to fulfill their needs" (Glasser 1965, p. l3).a“ﬁ.patient must

come to see that he¢/she is responsible for personal behavior, and that
. ' : )
the therapist will be more concerned with behaviof than with attitudes.

Reality therapy does not look at past history, does not ‘accept excusesf

-fér deviant behavior and does not focus on unconscious thinking. "Why?"

/

is rarely asked in rezlity therapy as the concern is more, "What are you

doing?" . '




.
.

v

Training Procedures

. - 1
Glasser does not apply his model of therapy to parent educationj
‘yet it appears to be a model which could be used. Reality Ehérapy focuses

on educating people to, new ways of living and does not see patients as .

7
v

being sick. It teaches responsib;lity and caring for yourself and othezs.

~ M f
All of the above characteristi:cs would help build a good model for parent

education. . v
- . a

A parefit education program could assume that:
\ 1.’ Parents are responsible for their own jbehavior.
/ .

- 2. Parents can teach children to be reéponsiﬁle £f6r their own

behavior. ) .

3. Aall family members can come to love themselves and ‘each other.

4. Parents and children can learn to accept realitycand to seek to
" have their needs fulfilled in, the real world.

Pre~School Programs

His tory . )
/ Legiélation efforts in the 1960's prompted much discussion of early

s

development of children. Most educators, mentalihealth'spf}galists and

child care workers expressed thé opinion that more funding and attention
. /,

hould be focused on children at younger ages. Many -expectations were
R V4 .

o .
raised concerning imptroved reading abilities and language skills, better

ad justed teens and happier adults, if early school programs were developed.

With legislation came dollars for pre-school brbgrams such as, Head
r * . )

.
P . ’

developed for primary grade children (K-3). Ear&y in the development of

» - s

these programs 1t became clear that parents needed 59 be involved and that

'
.

parent involvement should occur at: the earliest péSsible time. Almost all

» . . ‘
" .

4
. JREVAN

‘93

>
’

Start and Project Fol%ow Through: Many inngvativé school prograns were .
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ERIC

Aruitoxt provided by Eic:
.

. Y e
of the work in early child~parent intervention has been done with minoritv

e -
,

and economically disadvafitaged families. . -

’

7/ o , .
Training Procedures . : s T

Most efforts in this area of barent education can bg broken intoa
J'

three types: ' . :

«

1. Training mothers at school to work -in the classroom.

K

2. Training mothers at school or agency. for home applicatfon. .

'

3. Tf%ining mothers at home.

All of the above categories were implemented in groups and on an
AN : ' .
individual basis. They can be 'further diyided into major goal classifi-
. L ¢ - , .
cations. Some projects' goals were to teach parents beg&er management -
o T R

El
J

procedures with their children. Other projects' goals were to teéch

parents to encourage and stimulate learning while their children were /(

very young. ’

.

Techniques included:
4
1. * Teaching mothers how to observe behavior in‘a classroom which' o
they could eventually use at home s well. '
AN
. K L * LI
2. Teaching mothers how to teach at school.

3. Using structured language patterns to impfobe verbal abilities.

[y - « ~ -

4, Using toys to: teadﬁ important oncepts such as Eolors, shapes,
vocabulary. v ¢

5. Showing mothers tgiough video tape, roié\playlng and demons tra-
tions how to praise, encourage d reward\

ain mothers.

6. Using methers to

]

7. ,Printed material$ for mothers: to read.
[} .

: . . t : , ’
Many programs :eporgid themselves gffgcﬁive (Costello, 1970; Fenichel, . * .

1966; Gordon,, 1968). Fe‘C were able to show "hard data" of their work with -

Vi
mothers. Nevertheless, the 11terature is rlch w1th examples . of work with
N l LS ) . .
' - ’ ¢ L 7 ’ ’
. / v 9'4 - i
q ) ) -
” T # .

. . . ./




- -
’
.

,3 fqmilies who are nqgt repreéented\in the 'other models. In addition many °
A » .

authors point out errors made as‘well as.what appeared to be successfui.

The bulk bf parent education work has been in pre-school and early child-

. ! ‘ E
hood " programs and provides a good basis for elementary counselors planning
P \ ,
programs. - .

¥ -

’

M

- . ) . . Haim Gindht o < .

~

. Haim Ginott has exerted a great influence in parent edugcation. His >

R book, Between Parent & dhild:(1965),has Qeeﬁ rqéd by thousands of parents

-

. and professiona1§. He maintaing his approach is based almost solely bn

the skills of communicating. He tells parenfs the& must learn'"Children-
l; - ”, N

- ‘ese.” - . :

: b o>

" This new way of communicatihg is based on respect and skill. It )
- gég;;res ‘hat: ) - ' i '

8 1. Messages preserve the child's and parent's self-respect.
; ) 2. Statements of advice or instruction must be preceded by state-
‘ ments of understanding.
, ' s

In othér words, parents\must learn to hear the feelings behind what7a

A d .

«©

child is saying and reflect those to him. For example: . =y

Child: I'm never going to school again. .
- . N /

. Parent: You hqd‘é terrible day at A school today.

IS

, Child: Boy, did I ever. ' S

¢

_When the parent didn't resbona by saying, !'Oh, yes, you are going to

' »

. ‘ : . ] 3
back to school," the child was more able to converse calmly and rationally

.about his timé at school. Fpr too long people have been educéte@ out of
(feally knowing their own geelings. For this teason it is difficult for

. p
parents to recognize even.their own feelin&s and more difficult for them .

.

’

-

to heér the child's. So often when pfgple say Ehey hate someone, others

- » n‘# .' . l | i
" ' 95 }
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¥ .

' tell them they really only dislike. Ginott suggests that this is %55—

‘ . .
honest and adults must help children'know what they feel
Basically there are three doals for parents in this method. @They . °
are: ' - '
, 1. Liétenilng with semsitivity. - o .
= T
‘a. Parents who are attentive to what their children ;re,saylng'; ..
show the children their ideas are valued; ?
b. Childrerf gain a se;xse of self—w'orth'.‘ . . ‘I R -
| 2. Preventing “"grapes of wrath." A | L
|
. a. Avoid messages that create hate or resentment; .
S.. Avoid insults, namg calllng,.propheélzlng, threats,-accusa- 1
' . ' tlons, bOSSlng ’ ) - |
3. Stating feelihgs and thoughts without attacking. ‘ . '
’ . é. Parents shoulé.say what tﬂéy.honestl§ feel; ) \ . |
i ) b.’ Avéié att;cking the child as a person. : : ;
;: In addition it is offered that parents allow.children to learn h9w
to make decisions. There is a dist%nction made between allowing a cWild 3
. ., \
. : a voice in matfers} wélch are the parent's responSLblllty and a choice ’
wherever it is possible. . For example, food and clothlng are-a parest S
) ;esponsibility to provide but a child could have a voice. Homework is
[ * .
) . completely fhe child's responsibility. ]
Parents must lears.té respond’ to cgildrgn‘wiqh confidence ani cer=
tai;ty. Ginott points out that parents in ;hg past alwa&s acted with .
N . aqthorit? while parent; today aCE witﬂ‘hes;ta@ion: Two things which \- -
, help parénts :e more ‘certain arelsettiné iimigs on acts and not restrick -
- ,;Lq.; ting‘;i;hes. Limits need to say cle;rly, a . .
. 1. what constitutes unacceptable conduct. N 4 o
N 2. what.susgéitutes will be accepted.’ ' oL ' ; :
.- : - ' e 96 . 1w o . " < -
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’ Counselors can use many of Dr. Ginott's, ideas when working with -
. . ) »
. ‘ LT . ) ’ ’ .
- . parents or in groups. His methods are not blocked out into a parent <
. seducation mddel but they could be used along with other ideas and L,
‘,_ » . N ‘ * R L ' . -
N .., materials. His work is simply stated .and would be attractive for most .
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Resources
4

Child “‘Study Association of America, 9 East 89th Street, New York, New

=
york 10028. Has a number of pamphiéié/and materials appropriate

for both parent gfoup members and leaders.

' Referepnces -
AL LN

»
. 9

Auerbach, A. B. Parents leaxrn through discussion, principles and

.

practices of parent group education. New York: John Wiley and’
4 .

- .
- .
-

. Sons, Inc., 1968. = ° .. 8

parback,. Christopher R. et al. Iﬁform&tion on interventidn programs of

demonstration & research.center for early education.- Nashville,

Tennessee: George Beébody College for Teachers, lgzgirg. 36.

(ERIC Document Reproduction Service No, ED 046 492)

Berrie, Eric. What do 'Yyou say after you say hello? New York: Grove Pressr/ .
. ; SN :

I . .

Paer. o - \ S

. Transactional analysis in psychotherapy; a systeﬁatié individual

X

and social psichiat;y, New York: Grove Press, 196l. .

- . v

.Boroughs, Mary C. The stimulation of verbal behavior in culturally
disadvantaged three-year-olds through a élograh of mother-child

interaction at home using children's books (Doctoral dissertation,

. < . I . b . :
Micélgan State University, 1970). Dissertation Abstractg International,,

>

1971, 31, 6890B-6891B. (University Microfilms Né.*71-11,790)

Borstelmann, L. J. Missioparies or educators? Parent -education for

poverty families. Community Mental Health Journal, 1969, 5 (2),

. - —

»149-155.

}5rim, 0. G. Education for child rearing. New York: Russel Sage
D

Foundation, 1959.
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Costello, Joan, & Binstock, Eleanor. Review &'éummary of a hational

survey of the parent-child center ‘program. Wasﬁington, D..C.:

Off}ce of Child Development (DHEW), 1970. (ERIC Document heproduction

e .

Service No. ED 048 941) = ° .

_Daniels, Rose M. Drug education begins before Kinaergqrten: the Glen

4
Cove, N. Y. pilot program. Journal of School Heaith, 1970, 40, (5),

242-248, ) : \

N
Donahue, G. T., x Nichtern, S. Teaching the troubled child. New York:
f 1

Free Press, 1965.° ,

&
-

.Duff, Grace H. The impact of pre-school programming and parent schooligg

on welfare recipient first grade cqgldren.(Doctoral'dissertation,

0y

[ * ~
Southern Illinois University, 1970). Dissertation Abstracts

]

/ . _ ) )
International, 1971, 31, 5066A. (University Microfilms No. 71-9985)

Duncan, L. Wendell, Parent-cMunselor conferences make a difference.
=

Washington, D. C. : U. S. Department of HEW - Office of Education, - -
® ' ! . ¢
- 1969, -

Fenichel, C. Mama or M.A.? The.Teacher-Mom Program evalua;ed. Journal

» . . .
of Special Education, 1966, 1, 45-51. |

Frailberg, Selma. Codnseling for the parents of the very young cchild.

SociAl Casework, 1954, 35, 47-57.

freud, S. Collected Paperé, Vol. III. London: Hogarth Press, 1950. ~

~
-

Ginott, Haim G. Between parent & child. .New York: The, MacMillan Co.,
- 3y

“ - .

1965, p. 252. ) ' ' > N

. Between parent and teenager. New York: The MacMillan Co., 1969.

- ar -

~

.’ Driving children sane. Today's Education, 1973, 62, 20-5.

Glasser, William.- Reality Therapy. New York: Marper & .Row, 1965.

‘Gordon, Ira J. The 'Florida parent education model. washingtqn,'D. C.:

or
-

' Office of Education, 1968. ‘ ‘l"\)

A
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" " Greenstein, B. L., Garman, J. M.,“& Sanford, J. S. Summer mobile pre-

. school: a home centered approach! Young Children, 1974, 29, 155-60. .

Harris, Thomas A. I'm OK~you're OK. New York: ™ Harper & Row, 1967. /
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,educational toy lending érogram. American Education, 1972, 87' 1-24.

,

' . Herron, Matt. Toys can be more than a plaything: parents in an

’

o ' ’

T 5 - '
. Honing, Alice S., &‘%EIE;ZZJ+~Ronald. ,Infant caregiving: a design for*
. , ) ) .
p . training. New York, New York: Media Projects, 1972. . } .
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‘Jacqbsﬁ-Sylviq H. Parent involvement in Project Head Start } octorai
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- '
L]

*  Abstracts International, l§70, 31, 1649A-1650A. (University'Miciofilms.
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~
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Since many counselors operate from a model most correctly identified
as "eclectic," a model is presented that combines elements of several
..models described previously. This model has been labeled the Solution
Oriented Approach to Problems (SOAP). The sources of concepts and tech-
. niques within the model are discussed. Counselors are encouraged to
- develop models to ‘meet their own needs.

Chapter- VII : .

¢« . *
Eclectic Parent Education '

3 : i After reviewing a number of referelces:on parent education, the

reader will likely agr3e~with the authors that most practical approaches

to parent educatlon do not th.entlrely 1nto a 51ngle model A number .

- 2

of concegts.are held 1n common acress models. It is also apparent.that

> > Sy - b RO _V,- AL ’r_ . 3

a dlfferent.terms in the~yarlous models can be»aeen as relatlng to the
\ -

. same referents in both concepts and téchniques. Such_procedures as rein-

forcement (from a behav1oral model) and encouragement (from .an Adlerlan

model) appear to be functionally equivalent. We find proponents of the:

. -

rational emotive therapy approach\usiﬁ@‘siﬁilar procedures. Even though

L

. . . A ! . . ey
,] there are a number of counselor educators who feel “eclectric" is a djrty . 7

9 . e ,
. . A . - ,
°y word, experiehce suggests that once counselors leave their‘training ) i
T .8 " gt T w ’ . /,//_. P
*1nst1tutlons, very few engage in counsellng act1v1¢1es purely W1th1n
11 . // .
L . one model. The follow1ng approach to parent educatlon is proposed as - .
M - \ s . »:
) - . , - S RPN
purposely. eclectlc . ~ , - e e e RS AR
. R U} L P
’ ) e c S DR .
. L i ‘, /’,';: PR 7 ve ",
s, AR
- . ° A “ A .
v : . ' - ma/ TR A
The authors.wish to acknowledge the contributions of Thomas Reidy in
the writing of this chapter and the development of the SOAP system. ’
./ ) ) £ — ~ » ! M
B R - ‘ r'.) -
. . * ‘
‘ X 1 Iy +
: ‘ § . - y ’
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‘The proposed model of payent training w%s déeveloped by Lamb and
& -v! e . d .
. _ ‘ " .t .
Reidy\(l 75) after reviewing a number of modéls and selecting those
v &

aspegts that appeared most useful and congruent w1th one over—all modelﬂ
g

5

ﬂﬂ:ls pOSSlble that the proponents of ex;splng models will object to
P ».
such a combination. " Lamb and Reidy used thls approach recently and are

v N4

Y - .

completlng the protess of data collectLon, evaluatlon and revision.
. PRV C‘."‘—w.‘ ' b3
Accordlngly, the tentative model lS presented t& encourage profeSSLonals

£o develop their own models. As long és counselors can support a model
with adequate program evaluatlon, they’mlght as well/use the approach
) . . A

most congruent with their logal needs and orientation.

. ’
. .
[ v . - [
.

Solution Oriented’ Approach to Problems, the SOAP System

Y

SOAP lS a way of .looking at family l;¥h~4h {/ focuses on solution of

rsonalities, and side

.

A
problems and issues rather than on lndeLduals,

—

. . e . oo
~1lssues as is the case in many famllies.‘ The‘problems this method attempts

\ N N .d

to meet are4seen as tprcal famlly problems (members of the famlly are
unhappy, upset ‘or‘uncomfortable about some lssue or event) Often ‘fami~

I

11es.respond ln a mahner that escalates the difficulties and leaves the '
. r ! 1 .
rlglnal lssue unreselﬁed\ The steps 1n the SOAP system are,as follows:
L SN
i TI. Identlflqatlon or*deflnltlon of ‘the problem._

LI
sy " LN AN

‘IX. Detérm;natlon of ownerihlp of the\problem.

«

. j IIE Géneratang several solutiéns to the\problem. ;“i;ééf

s
=

v . ~ \ \ -
. -
AN "8 Selgctlon of “the solution most likely to\work. ) A
V.;-Applicatlon of the solutLOn,_\“ \\.\*\ " .
' ——t ~ . N
. VI. ‘Evaluation of the solution. -~ .l
! . ‘”a 4 . AN .
= / [ R ,\
: " i v ‘ '
X] 'v' » P . “ 7
{0 2 ‘ 2 e
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S Identif'i“cation or Definition of the Pi'oblem.

g -
- L
>

Workmg with famlhes it\ a "number of settmgs, Lamb and Re:Ldy found

’

it imposs:Lble to solye a problem without some assessment of it. Many

times both mdlv:Lduals and famJ.l:Les attempt to deal with problems that

\ are either unlder;tlfled or :mcorrectly 1dent1f1ed. In asense, thlS makes

’

l -
,
[ L4 L

finding an appropr;ate solutlon about as 1mposs:Lble as answering a math
problem beforc; 1t 15 prz;ﬁented. Problem definitidn is no simple task;
slifficulties in findimj accep{:able solutions are often associated with
%nadééu_gte problem’ definition. ' ‘The following gquidelines are usef\.11 in
.ilelping p/aren't's de.‘fine probleir;s; )

\
-—

S e 'lyée of problen\-- 1.

Too much of something
o - = . 2. Too little of something .
S e { ‘. -3. How to keep something good going
' A ’ *" Be spéc{fic and, if possible, talk about cbservables. |
. , .

' o ... Talk abéti‘t%?gt;ions rather thah attitudes. E ) ,

P Before ~~ Ac\tiop -- After .
- 1. What seems to start the laction?

. . . '
N
) what is the action?

3. ;What hapbens after the action?

BEFORE -~ When?
Where? .
How often? : ¢
Who is involved? .
"Is it usually the same? ik
A}
* ACTION -- Exactly what happened? .,
. , ~
" AFTER ~-~ What was the- result?. =
Did anything change as a result of the action? _
c . . . Did anyorie gain anything? g . *
) Was anyone forced to do anything as a resuli?

- & .

Je
'(au .
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N

-

. . Destermination of Ownership of the Problem.

Ownership of a problem is important to detérmine since it often

¥ !

N e . .
.directly affects the definitrbn and limits the choice of solutions. -

]
*

Is the problem really the child's or is some behavior of the child

L]

resultlng in a problem for the parent? A child crylng may first indi-~ °

cate that the child has a problem,/but 1f the crying contlnues, very 7

, i~ . ’

often the parent develops probleﬁbfeellngs of respon51b1l1ty or av01d.A
ance. Ownership can shift.r A child with long hair may not see hair as
a problem but the child's parent describes hair and child as problems.

“

In genexal, the owner of a problem is in the best position to deal

with it. Multiple ownership means that several family members share a

‘ problem and, accordingly, the responsibility for-solving it.

III. Generat;ng‘Several Solutions to the Problem. '

.
'
> -

- . . i
o

Few, if any, family problemiyhave only one solution. Families must
think of severai Qays to deal with the same issue. Initially, as many
sglutions as possible should be generated without'regard to pract;caiity/
or appropriateness. Family members may learn something about problem
soiviné by seeing: the large number of alternative means or dealing with
each issue. -It also gives the group a chance to realize that some of the. -

so-called SOlutlons could in fact 1ntEnS1fy the problem or—create new

v

v

% problems . This ability to discriminate, predict, and evaluate LS cen al

4

..'
-

L . - PR
to problem solving. Parents are urged to encourage children to partici-

¢,
pate in solution generatien. Children's participation is important for

i.a,

four theoretical'ieasons. '1) if the oynership of the problem is clearly

or partially the child's, partic¢ipation is carrying out the responsibili ty
of ‘ownership; 2) by being partﬁgf the process, children are less likely
iv\ £y N *

to engage in a power struggle to Eeieat a solution that is entirely: parent

I -
o $ 106 ¢ '
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§§§ierated 3) sxnce solutlon generatlon is cooperatlve, lt teaches o .
ol geratlng and sharlng dlrectly; and 4) part1c1pat1ng children o&serve
rr‘\\‘.‘ "

Y their parenis as models and prepare themselyea to usé the same methods

. \ ‘when they become parents. i c
] f

- AN

R .
[ . N

,- B Ve

S X i% iv. Selectlén of the Solution Most leelLto Work.
&
* which of the solutlons are unacceptable or lmpractlcal? By process

of exclqsibn, theh}arge list of solutions can be quickly reduced. Which
ones would set the family up for more problems? These should be dis-

"]' ' carded without comment about whys someone suggested such a "dumb" solution.
Yo 1
4 . . \I

Our experience with parents indicates that seleeting a solution

should. involve all family members connected with the problem. Solutions

-

— 'selected by'one'member of the family or by just the parents are ,often

subject to lmpllclt or expllclt "veto" by another family member. Such )

1 v A

-~ - -

an actlon can be seen as either a mini- or maxi~ tantrum, communlcating,

“You think you're'so smart and can come gp with a plan to control me. '

L34

Well, you better have another think because I'm not going along'with

X your fancy plan. What do you think a them apples?" Suth a tantrum L
e Lt A - ’
typically results in' a subsequent tantrum My the tantrumee, and the
, " ‘ : :
escalation of a war is well underway. Each party brings out bigger guns

Ay ‘
UF
v untily one -is declared the lpser. As we have learned in our work with
~e '. 'l : ! . L] <
families as well as from reading hlstory sources, the deplaxatlon of a
: loser.does ‘not always solve the initial problem and often’ creates a
. - .

proB;em more devastating thgn the original. ¢Tantrﬁm -- a social inter-.
1. » C : L ’

- . change where one person has not had his/her needs met and, accordingly,

engages in some fype of aversive behavior,hthe function of which is to
| ) . . .

i

- N ~ .
coerce others into meeting a specific need or to punish them for Tall&;e
) v . :

to do so.) . P . .
- - L« : 1
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V. AQpLicatioﬁ of the Solution. -

The next step in the SOAP system is to decide when to apply the

.

“ .
E;solution selected in Step IV. It is possible for a family to decide on

A . ‘ . :
a solution but to decide further that the solution is not to be insti~

tuted until some~later point. In practice, many families combine Steps
- 3 -

. i .
IV ‘and V. Some families decide'on temporary solutions to complex prob~-

> . - . .
lems aid continue to use tlie SOAP system until a more adequate solution

- +is found. y . <

3
*

VI. Evaluation ‘of the Solution. » -

The final ste%;ln the SOAP\syﬁtem is the evaluatlén s@%ge. Fre-
¢

»
v T
quently when dealing with probéems, famllles fail to assess the,results
1 ﬂ q
of - their work. They move dﬁmﬁhtotheg,lssues ﬁlthcut really knowing what

. « N
~ ~

happened to the last' one. Accorqlnglxgéthey do not learn from their

successes and failures. By systematically evaluating the results of
1 . ' *

applying the SOAP system to a given 1%sue, families, can develop a self-

correctlpg feefiiji/§ystem. If the SOAP system works, they W111 want to

- b
use it again. If it doesn't work, they will qeed some help from the

) . .
group and groupvleaders to make another attempt. This self-evaluation

-

- , » .
is an instance in which parents can demonstratk’ family communication®and

~

awareness of consequences. .

The evaluation of a problem’ solution ‘depe ds, in part on setting up

5 ’ N . . .
prior criteria of success or failure. Criterid can be specified easily

at any point‘in the SOAP syetem, but typically jthey relate directl& to .
the<definition of the problemu‘ ;f B; definiticn the problem Po longer
exists and no néw problems tahe-its glace, then! they family members -can
congratulate each other.q If they find the probflem st%}l exists, then

they fither generate new solhtions, re—defiﬁe the p}ohlem; or live with

»

>
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-

it. 1In many families this type of evaluation is very difficult since °

family members often "blame" each other for the failure of a given solun

1
tion.. Such’ an adversary procedure is clearly contraindicated’since it

A )
.

typicailylléads to the escalation game mentioned previbusly.‘ Blaming is
. . . o N .
not a solution-oriented approach to problems. Instead of blame, atten-

$ .
"o ?igq%is re-focusgd on the problem. . .

14
i

A. General format for each session if.SOAP Siijigkf . \

. u N\ .
1. Discussion of a general topic. I
P 2. Use example generated by leaders (or preferably pgrents) to o
P . \\ elucidate topic 'discussed. -
) 5 - ., 3. 'Homework. ' e
4 }:%w ' ‘ ) . -
S, 4. Feedback-consumer survey. .
Sy ‘
M .. \
B. General format for the entire SOAP program. \\ . .
Y
N o .
Session I - Description and discusSion of SOAP system L
Session II - Review bf SOAP system . 4
R - . .t 14 -
' Topic Discussion: Rules and Requests QBI .
4 | Session III - a. Topic Discussion: ) .
- ’ ¥ )
- - | 1. ' Natural consequences A )
’ 2. Logkcal consequences - Punishment
» : . .‘ 3. Listening - Playing psychologist a
< N 2 '
b \ b. Use of SOAP on problems brought up by parents
Sess}on \IV - a. Topic Discussion - Logical consequences d
3 . ' Punishment and reward

b. Use of SOAP method

Session v Use SOAP method. *

NI

' Session VI - Use SOAP method. .

" session VII 7 Béview SOARP method.

O ‘ { * : 1q_9. W M
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~
‘
..
.
-
\

- - - .

. Problens encountered in working with parents in the SOAP System
‘ . . . * , [

- A

l. Father participation Perhaps the sysﬁem is threatening(pr poorly )
understood or seen as inappropriate role’ functlonlng. Pragmatically -
: speaking, fathers may be baby51tthg v .

- 4

s

v 2. Need to have facility for b@bysitting‘other‘children. -
[ - ’
4 3. One—parent families differ in their needs and capacity tg handle
5o . problems and implement solutaons. g,ﬁg - i
g R 34. Gettingfparents to parti@ipate suggagtions:

4§eass re them it's not therapy,
131t parents in person,.
send letters, make follow-up calls.

!

Al ' (~-V‘ ' . /‘\ ‘ ' l . "
|

- . ]

5. Use school or environment tYe parent is famlllar with for the

\ o this increases willingness to participate. -
\ v . - - . Wt R | v
6. Dominant members vs. quiet members. Need to draw in tﬁJ quiet ones
to participatgi J .
7. Be very con(}etg and use examples parents bring up so t re system N
applies to, what they consider "real life."

. ( 8. Problem of parenté missing sessifns and therefore, some topics. Need ’ g“
v t9 find way to encourage attendance. ‘ ,

\ The SOAP system wasldeveloped by combining conéepts an techﬁiques ’ ,ff:% w,
- ’ ' ,{ . ‘:". k
\ 3 i from various ﬁodels. Ebén though Lamb and Reidy were aware that certaiq N ’

" \ 1 parts of. the various models were incompatible, theg attempted to combine

« those p;rts that would complement each other. The general outline of the
: @ . '
\ ' SOAP system is an almost verbatim repetition &f the general outline pro-

- posed by Gordon's Parent Effectiyeness program. ghe outline was developed, ,

-however, not from Gordon's program but from the standard presentation of
- \ N hd

. the scientific method. The scientific ftethod, or what is kngga‘gs the
‘{‘:{ - . . I .
hypothetico-deductive method, appears to be the source [for Gordon's model.

‘be traced to other models of parent educatien. The problem identification a
k4 . .

.4

" R 110

ERIC T : S

Aruitoxt provided by Eic: ~




]

-

R ) . .ﬁ B c .
The specific forﬁat-proposed by Lamb and. Reidy is heavil& influenced by

"o

the behavioral model The emphasis on observation assessment .and the

. o a

emphasis on determining the events preceding and consequent to a given
? N
behavior are glearlx behavioral. The section qoncerning,the ownership

of a problem was taken from the Parent Effectiveness Trainifig model but

Al
-

would also be seen as congruent with the Rational Emotive Therapy'and
. .
thQ{Transactional Analysis appriaches tQ parent training. The generation
of'a number of, solutions for a giben problem wouldﬂappear to be common to
- ? ° 1
all mfdels}of parent education. The emphasis;on inclyding the child in
iy P . v ~ . ——

= N . .

thexggneration and selectidn of these solutions appears to be most reiated'

to the Adlerian and Clieﬁt-Centered models. The actual change procedure

that is seledégg by a family us1ng the SOAP syst%é is not determined by

a given model u In fact the actual teqhnique or solution selected could

L .
$ ey

come fromqany one or more parent gdqcation médels . This all inclusive

‘~ > ¥ 5 -— - .

approach to actual solutions clearly’ places the SOAP model in an eclectic
o,

position. The evaluation section of the SOAP system 48 most closely asso-

ciated with the behav1oral model since it returns to the ba51c data
. A o »

collection approach used in the prohlem identification section. In short,

. '
v
\

if the behavior changes, regardless of the source of the technique or

” . -

model used for bringing about this change, the solution was appropriate.
. % ’ 3, R .
The example. of. the SOAP:system is only one possible-use of an

~eclectic approach, It is a demonstration of how various components of
. ) . . L. ) . .
several models can fit together into anpapproach to fit Igcal ,needs and

’ . ‘ ~
personal styles of the group leaders. °E . _

[ »

There are some problems when usidg an,eclectic approach with some -

- .

possible drawbacks such as:

~




: . to bring in skills and concepts from various models so that the-parent

“education program can benefit from as much input as possible.

¢ .
Lack of readily available material for use by the parents.

1.
2. Lack of con51stent theoretlcal back§round on which the group {2
* leader can rely. . [
’ 3. Running the risk of developlng a completely idiosyncratic
i approach to the groups that has relevance only to the needs of
the leader. ‘ AR N : .
A D : : ) .
YOI , 4. .Possible inclusion of concepts that are logically, inconéistént.
8 oy .
\ 5. Makes asklng for consultatlon and collaboration with fellow: p?g_d—
- f - . fessionals more dlfflcult. . . . .
% . : —
‘ + . In spité of these and other'pos_s'iple diffiqulties, leaders are enéouraged

v s
’ 4 <0 P [

4

~e

However,
L]

it is possible that one's' faPE€t group would be both easier and more B

organized if it were based on one part-icular model of parent education.

o -
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\ i
It is the purpose of this chapter to glve a practitioner a set of
guidelines and Questions to use in preparation “for beginning ,a parent
‘'education program in a school.

R . . N

A

' - Chapter VIII
Guide to Getting Going
- ”?
. . *
The authors recognize that_this chapter alone will not completely
prepare a person to be successful in parent education. One must be
. .\ - s - » '
willing to.spend time reading the materials which axe appropriate to
L3 . 4
N the model selected. In addition, it is strongly advised that specific
. L N ‘ -
. _training in parent education bd sought before bebinning. This does not’

a professional meeting}&arranging consultation with others working in

necessarily mean returning to graduate school to pursue a list of

courses. Alternative$yfor traihing fgclude éhrolling in a workshop at
<

[ ' \

1y
“

. R
parent education, attending training sessions offered by proponents of
@,

a certain model, workind\with another professional who has been doing
Ly T ]

Fand -

I ) &

’

parent education.

In addition the following consideraticns would be nscessary for a

.
19
successful parent education program:

!

- A

I. Stepgvin Your Ownsihinking,

.

.

A. The person wﬁo will be the trainer/leader must decide that it
is important to bé involved in parent, education.

.

1.
M 2.
3
O
ERIC - :
} -

administration or supervisors slHould not mandate counselors
to offer parent education. .

success is likely to be minimal if counselors feel they are
not spending their time wisely. v

.

114 4 .
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B. A counselc} must éecide which model of parent education best
fits his/her philoSophy,and goals.

c. a A decision must be made determining whlch model can be best

\ accepted by those who are derved.
LR 3

l.~ if the parent population’ is largeiy‘from a particular cul-
ture, for instance one in which fathers are dominant, thlS
must be consjdered.

kk . . -
o 2. if the population is working mothers or single parents this
must be considered. . ‘

D. A counselor must be aware of what b1ases ox. stereotypes he or
¢ she holds toward certain types of families. ° ‘ :

- 3
.

. st

¢ 1. families from minoriE?Ibackgrounds
, > . .
. ~
2. mothers with illegitimate children

. . . . o
3. working mothers ' | 27
3
. . ‘ . “ 2
» 4. families where fathers.make all the decisions . - /
. . - L *

5, parents who use physical punishment

E. One must believe that parents can learn new skills.

(3

II. Purposes and Goals for Your Program. . o
A. ~peterm1ne what you want™to change or achieve, whlch could be ° ‘?ﬁ
determined in part by a needs assggsment of parents.
L - h 1 -
¥ *" B. Determine which populatlon will be serwed and which model
appears most approprlate. . - .

& - . .
- N . -

3 C. These purposes and goals should be consistent with the goals .
f . i and purposes of the school currlculum, pollcles and counseling ‘
’ ., program. - . ‘ -
> e }‘;‘
D. The goals should be conslstent with what the communlty wahts.

N -
3 .
(]

.

» . .®
II1I. Ofganizationg;;steps. . ~ ?

A. Communicate accurately to the administration the purposes and
goals of the parent education program to gain their 'support.

1

IS

-~ ’ >
1. point out the positive "spin-~offs" this program’'can have -

in the community, such as citizens feeling the school is® '/
helpful to them. ) .

»



~ . . 3~ s -
2. if parents and schools are cooperating there will be
. , greater Buccess with the students. ' ‘o
B. Determine if there is ﬁaney_hvailable for materials or whether
L . ) parentg,will have to pay. In addition-is there money for
duplicating materials, films, videotaping, etc.?
O s ' -

- . R

. C.- Determine if the necessary. equipment is available (tapes,_ tape o
- -7 ' recorders, video~tape, etc.). _If;ﬁgis is not available within
) the school district determine if there-are funds forfrenting -
equipmen§ or otherwise securing resources. '

A

l . . ’ D. .Determineéthe best place to meet.

4 '

p 1. ébecific populations might be more comfortable meeting in
hemes rather than at school.
-] . ’ 2. schools may not ﬁave meeting space, so other facilities
. . ~ ) become necessary (churches, bark district buildings, etc.).

*
3. if parents’'have transportation problems, close proximity
o is necessary. - . :
. \
. < E. « Identify wa§s of communicating to parents about the program; - |
e o usually mote than one method is needed. Suggested are:

¢ -
-

' : ' 1. community and schopl newspapers N\

' 2. letters 'of announcement LT
T 3. personal invitations
S

I 4 . N

.+ 4., radio publit announcements : C e -
" 5. telephone’ calls by counselors or other parents

[} bt

~ - o

* g F. Provide babysitting if needed. . .
7 n

d * G. 1Identify the pdbplation-you are tryin&‘to reach. Criteria for
‘ ’ selection may-be determined by your purposes and goals. .
Lo s H.' Cdmmunicate the program's purpos€s and goals to teachers, poin-
- -+« B 'e- -t 7. timg out how their jobs can be more successful if parents are
Lo . learning how to be more effective with their children (pargp;é
- .T ¢ S - can reinforce behaviors like cooperation, good lilste‘nin.g sKills, _.-gs_,\; ey :
o etc.) . r ~ L. o

IV. Some Ideas to Consider. I ;f\. -
v . fxd ~ - ~ 0 A .
~ ~
A. Opening a Parent Rouin in the school, stocked with reading mater=- S
ials-and other items of interest. . ; . ' :

«

L]
= 1.0

\ 116° .

- . ' - ¢ "ty -
ERIC - : ) } ,

Aruitoxt provided by Eic:
.




B. Using plays or drama as ? techm.que. ' <

J

C. St}uctured role playing. ‘

D. 1Involving teachers as co-leaders. . D

F. Parent education for parents of pre~schoolers. 3
- G. Co-leading a parent =ducation program with a high school coun~ & T B
“ * selor to reach all members of a family. i

H. Using parents as trainers. - .
y

. . \
. 1. Taping sessions for assessment purposes.

J. Taping sessions for parents to view (either those parents who
. - were absent or perhaps those who prefer to not particlpate in
e a group)

. ) - ’
. | ,
. . Program Evaluation ey .

. . DA} -
The general area of measyring the effectiveness of parent eﬂucgtion

programs has been neglected by proponents of all the models présented in

earlier sections of this hbnograbh. The only exception has been the

- —— -, -

inclusion of ~what can be viewed as "hard data® iﬁf;ﬁe behavisraltmodel.

s, Since the behavioral model attempts to operatlonal;ze the concepts ;, : .
L ® e
¢ * w1th1n the model, it is not surprlslng to find the géals o; observgb

S s
/4,1

behavior change used as measures of program effectiveness. -~ | 1,::
. T N

‘
40!

‘ There are basically five types of program evaluation and $om? that,..

y s
“ t
~ v, " e

do not exactly fit the categories or combine several of then: N oLt
- - . 3 N ; RN
; R &
1. Paiencal reports of their own behavior change or par;hta; ' J!f;
reports on ¢hild behavior change.. ° . PN \’;' g 1;3
2., Parental reports
s ~
3. Gutside observations,of behavior change on the part of the
parents or children involved.
. . -

4.. outside reports of changes in parents' attitudes. . .

5. Consumer reports from parents.:




v'S-‘-u rAR I T
j .

(!.’

‘validity of cbservaticna

Frem a scientific standpoint, taking into account the reliability and
. ) A -

i"data;-gheﬁEWolapproaohes in which extérnal

~obseryers collect the information used in program evaluation are the

preferréd choices. éaer, Wolfe and Risely (1968) discuss some of the
1 4 ‘
N ! ¥ ’ '

issues,involving research.iﬁ a behavioral model, and their discussion

»

’

Using highly trained

easily applies to problems f£zced in other models.

[y

observers Zeilberger, Sampen, and Sloane (1968) obtain reliable measures

v

of child and parent behavior. However, from a 1og£stical and simply

practical standpoint, thé use of highly trained, accurate cbservers is

beyond the resources of most counselors cornducting parent education pro-

grams. The training, hiring, and éonstant checking of observers to
ebserve in homes and schools and reporé:, behaViors of children and

parents in experimental and control groﬁps require considerably more

1

time-and funds than are apt to be avavggble to the typical counselor.

\ e
P

o
o

e
- r

In addltlo%/g} the economic reasons qu not proViding external.

-
. - “"“u o

obsexvation, the problem of observability of’the goals)bf*sevetal 6f
’ ) the models makes such‘external observation difficult,\ifvnot impossible.

»

| .+ Several of the models presented in this monograph niake no attempt at
. .o

operationalizing‘%bncepts at a level of concrete, observable behavior.
. . y ‘_.
Parents have béen trained to observe the operationalized cooggpts

~
.

within the behavioral model but there appears to be some questiol} re-

."’éerding their abilities as observers. Herbert and Baer (1972) dexgzn=

/" o -‘ P -

o strate that parents/are not particularlx good observers when compared
v 3 ' .
’ to»external observers but point out that even though external observers

¢

t and parents disagree»on specific observations, both can agree on general
changes in beha&ior.ﬁ_PatterSon and Fagot (1967) ,make more typical use
of parents in evaluating a training program administering an adjective

+
- , Vi - .bv’ . \\/' . . " -

, T ekl [ B

e -
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viding feedback: 1) numbers of families involved; 2) inumbers of mothers,

< . - ‘ . .
- \
.

checklist and post-parent education to show change.’ Gordon (1970) pre-

sents several parent attitude measures in program evaluation since

parentg may change how they respond to a paper and pencil task closely

related to the goals of a program but may not change their behavior with

@ ~

their children. 1In short, the validity of attitude measures when attemp-
- $

ting to measure behaviora; cﬁange is always in question. Accordingly,
the coynselor beginning a parent education program is faced with the
fact that external cbservers are scie?tifically "best" but usually ruled
out by‘economics of time and money. Parent reporFs may be of question-

able rellabillty and valldlty Attitude measures may not accurately’

#

predlct how a parent will respond to a "real life" situation. All of

this gives the impression that evaluation is impossibhle unless the -
program is part of a funded pro%Yect thﬁ& includes collecticn of research
W n‘ . ( \

data.

Program evaluation can be accomplished in a way that gives feedback

“ «

B

to a coynselor. GFeedback ie meaningful if it:¢ 1) aids in making changes
that improve a program, 2) aids in identifying parts of the program that
o . .

should be maintaiéed, and 3) can be used to promote a successful program

<
.

in the community and school. The consumer reports type of program

evaluation mentioned above can readily meet thesér;ritgria. Several

examples of consumer reports are included in'thQ“APEéndik‘following

this chapter. . ' l v

;Y «*

One remaining type of program evaluation nbt included in the above

llst may be called 51mply basic data gathering. - The leader of a program

» '»
ly N

malntalns 1nformatlon on the following issues to° furfher assist in pro-
\I/ -

,
# & N

.fathers, and pairs.of parent§; 3) types of famildies represented in terms

of size 6f family; age of parents, economic status( educational background,
) < . ~

e’
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F e

~

vocation, types of problems or

concerns that brought the family into the + 5
Bl ’ ’

- - .
»

, program, source of referral, etc.; 4) average attendance and Eny prob lems

in attendaQFe; and §) other 1ssues generéﬁed by, specific interests of the

counselor.

Each leader of a parent education group can efficiently gggher
-~ ‘ N

basic data-at the beginning of a grcup. tonsumer reports can, be bathered
at the end of each session. This information generates feedback and the
basics of program evaluation. We feel strongly that no parent education :

program should be run without some form of evaluation. The potential '~&f

<
»

benefits far out-weigh the costs involved.
&

Conclusion

Ay T
As is apparent, there are a great number of similarities as well- &s
K sl

differences between models and technigues of parent trainipng which make

—
A

it.difficult for a professional to decide what is needed for a -given

. >

. {»‘ program.

We see.the following similarities in all the modéls eof parent educa-

. Y
+ion presenteq in thi§ monograph.: . . i
- P .
1. Teaching children responSibiliﬁy for their own Qecisioné'and
actioni/is important té their development. All the models
treat-girents' inability to allow children this freedom.

¢

2. Parents must become aware of their own needs as well as reach
an understanding of their children's needs. '

3. Parents must learn to give clear messages. all models focus on
methods of communication to improve parent-child relationships." s

4. Parents must learn to listen accurately and effectivelg} iMany
words are written on parénts misreading the child's message.
[ ’ . ; .
5. Parents needs to assess_their methods of child-rearing. It is
. important to all models of parent egucation.that parents be
aware of what hasn't worked in the past and what is pos8ible

now. "This assessment is important in setting goals for change. .

N . ..
. »
v .-
- * L. - . N ) el
- .
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6. Children are actlve participants in that they have learned
certain ways of coping with their environment. If these coping
mechanisms are seen as inappropriate or unacceptable, parents
must maké changes so that the children will change.

7. The earlier the training, the better. All parent educators
¥ agree that early intervention in parent—chlld relations enhances
: the chances for success.

Differences reflect the models' theoretical approaches to therapy
\

or counseling. Beliefs about mankind, human abilities and rights and

- AN
. the role of the leader are basic differences. Other differences seen are:

¢
» 1. How much the ¢hild has to say.: SOme medels do not promote the
.xole of child as choicermaker, while others insist that the child
play an egual part. Also.there are differences in whether chil-
dren are included initially or only later.

2. Goals related. to observable behavior or internal processes. In
our opinion all madels ultlmately deal with both of these; how-
ever, the difference is, in the main, one of focus. This also
accounts for differences in how they measure their outcomes.

3. Role of the pareht'educator The degree of control the leader
exerc15es in the group or with individuals differs from model ‘_4
to model. The leader may be viewed as an advice-giver, expert, -
group facilitator, or just a listener.

4, Techniques vary between and within models. They range from:

a. straiéht instriction, either theoretical or practical.

. ( 1
b. partial instriction and partial role playing, video
* taping, shared discussion, etc.

c. no.instruction, just reflection and listening.

5. Child development ine}hded ‘or not included in instruction or
’ discussicns.

All parent education models .share some of the same short-~comings.

.- N
- o -

Throughout the field of pargnt education, there are few references on
i * Oy . ;
. tralnlng parent tralners. Exceptions to this criticism are found in
4 i .
materlar’deallng ‘'with the Child Study Association of America (which

l\ L4

represents. a dynamlc or psychoanalytlc model)’, the Parent Effectiveness
. ~ NI RN .

J ' Training program (repﬁ?senﬁlng a cllent]eeptered model) , and the Adlerian

- -

.
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Family Counseling program. Auerbach (1968) givesaa reasonably clear

deécription of the typical traiming and .resultantiskills required of
Lo L

leaders working within the CSAA program, His description, however,

r

. . ¥ L
gives the impression that actual participation infthe training,program
: o e i
is the only-way to fully- dppreciate the nggncés oF philosophy and finer

L3 ,[

‘points of technique in the CSAA parent dispussionﬁprogram. The P.E.T.

. |
: !
program has a thorough training system set up thqdhgh the Effectiveness

Training Associates which trains and certifies l’aders to provide P.E.T.

A J »
in a manner reflecting the goals of the originaljprogram. The Adlerian

ining program that

i

family counseling program offers a sequential tr

|

essentially guarantees that trainees completing the courses will have

the skills required to provide the services needed within the model.

i
1

These courses are offered through yvarious Adlerian Institutes listed

elsewhere in this monograph. Accordingly, at tHis point,'if counselors
i
Pl [
want to receive training in parent education, they are most likely to
0
, i
. 3 ’ ]
find it outside the typical academic training cénters. There is no
N [

evidence that training in parent education is s&stematica;}y included

in graduate programs. 3

é
Anqther deficit shared by most models of parent education is the
. . ) 1

lack of specificity in descriptions of actual pIrent training. All too

- - fa

- . E . /
often examples 'in the literature read, "The parents were instructed,"

"The group discussed,” "Material was présented, etc. We are well aware

-

i ) .
that long verﬁgiim accounts of training sessiong would be boring and
. . ‘ ,
therefore not serve any instructional purpose, However, more detail on
specific training procedures would’ be-hnost helpflil” to counselors just

beginning groups. This attention to detail is also a prerequisite to
(] o s

-

buidding a research base from yhich'fo evaluate épe/effectiveness of

’

- . .
. &
L

: i-.&!l S
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parent education. Wiglout this detail, it is impossible to replicate * 7

any previously reported study, and without replication the utility of

and ability to generalize.from any research are extremely low.

' s

The literature on parent education is also woefully inadequate in ¢
1

matching models to particular\target populations. This_is similar to

the situation of all children coming to a particular counselor receiving
ki . 13 . \

thé same very specific form of counseling, The children or parents are

made to fit the model rather than the model selected to best fit them.

At this point, not enough research has been reported to allow a counselor

r

- to assign parents to particular models acq9rding to any policy based on
empirical cvidence. There is a related lack of data for selecting a

mode]l far a glv%n setting. " In short, counselors will have to contlnue
"flying by the seat of their pants" in this area. Another related area
e, Y K h . . N .
where the resdarch base for parent education is extremely disappointing 1s

in the differential effectiveness, of the various models,. Accordingly,

0y

we suggest that counselors use their own professional judément in selec-

¥

ting the best model for their situation in light of their own personal

skills. ¢ / ’ ’

{

AN . .
Foliowing this chapter are some sample letters, materials, and

evaluations. Do remember to make careful plans for your program and ;

bring important people with you as you progress. Without good planning,
proper suppsrt, and evaluation you will éncounter much difficulty and

- \

p}obably not reach your goals.

é L\)\)
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Appendix 1: Sample Booklists .
. I'4

Booklists S ‘
* ‘ t
Books to Own - Detroit Public Library, $.50.
Send self~addressed mailing labe] and payment in check or money
.order to Publications Department, Detroit Public Library, 5201
Woodward Avenue, Detroit, Michigan 48202. {

Children and Poetry. - Compiled by Virginia Haviland and William Jay Smith,
Library of Congress’, 1969, 67 pp., $.75. Superintendent of Documents,
Govérnment,Prfnting office, Washington, D. C. 20402. .

1

Childreft's Books for $1.50 or Less -~ Isabél Wilmer, Chairman, Revision =«
Committee, Association for Childhood Education International, 1969,
-§A§ pp., $1.00. A.C.E.I., 3615 Wisconsin Avenue N.W., Washington,
"D. C. 20016. . .

‘Children's Books of the Year, $1.00,

Child Study .Association of America, Inc., 9 East 89th Street, New
York, New York 100z8. .

L]

Bibliography of Books for Children = 134 pp., $1.50.
A.C.E.I., 3615 Wisconsin Avenue N.W., Washington, D. C. 20016.

Booklets of Interest

U.S. Government Publlcatlons, Superlntendent of Documents U St Government
Printing Office, sthfngton, D. C. 20402.

Delinquency Today ~ A guide fér community action, HEW, SES. Office
of Juvenile Delinquency and Youth Developmenty 22 pp., ,$.20.

Research Relating to Children - Bulletin No. 23. .HEW, SRS Children's
Bureau, Clearlnghouse for ‘Research in Chlld Life, 1969, 161 pp.,
$l. 75,

.
«

child Study Association of Amerlca, Inc., 9 East 89th Street New York,
. New York 10028.

@ .

- Preparing Our Children to Live in a World of Diversity by Strengthen-
ing Their Sénse of Identity, and Each Child an Individual, Promise

. and Challenge}~ $2 00. - L

Current Stresses on OurPChildred; and Impact of the Integration Crisis

on Children and Families -~ $2.00.

New Perceptions of{Ehlldren 's Be;;g;or and Needs ~ $1.00.

The Function of Rebelllon - Is_ Youth Creatlng;New Famlly Values ~ 83
PP., $2.45. -
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Appendix 1: (cont{huéd)
Assoc1atlon for Chlldﬁ;od Educatlon Internatlonal 3615 Wlscon51n Avenue
N.W., Washlngton D. C. 200l1e6. ~
s %

. ' * children and Today's WO‘rld ~ 68 pp., $1. 25. )

154

H

- — ' - .
Play - Children's Business ~ A guide to the selection of toys and
games, infants to l2-years-olds, 40 pp., $.75.

~ - >

Discipline ~ 32 pp., $.75. _,

%0

o

e
<

‘ ) ,pl‘;'lA
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Appendix 2: Evaluations

Parént Group Discussion

Evaluation . /

L}

@

1. The group discussion was worth my time to meét and discuss my role as a-

parent.
S FEAN
L " R
1.~ 2 3 4 5 6 7 8 9
- o . . “t .
No . Some . Much
Worth R Worth - - T Worth
2. This experience has given me a valuable opportunity to communicate with
school personnel on an informal basis. -~ »
. %
l( . - ‘ /
1 L2 3 4 5 6 7 8 9 4
et . ‘ .
No value Some value X Very valuable
in opportunity in opportunity in opportunity ‘
. . ¥ . a, Ce
3. This kind of exFerience should be provided for other groupsgof parentst
o ' haulid ' . /- - \' o
1 2 3° 4 5 .6 ° 7 8 9
3
* No value Some value Very valuable
in opportunity in opportunity in opportunity

z}
¥4

4. (a) 'Would you like to have the opportunity'of meeting again with this
same group? ' T, !

. N
‘ -

Yes No - Maybe . Undecided

(b) Would you like to have the opportunity of meétihé’égain but with
another froup of parents? - e .

L4

Undecided.

[N

]
Yes No . Maybe -
. . -

. i
5. I prefer-thié type of group experience to listening to’% presentation,
b uest speaker. v ) ‘
‘Y a gue pea A . f‘J .

Undecided,

Yes - . Maybe




- , Appendix 2: (continued)

s

-

L4 “~

“%%%zchild Study Group Evaluation
s LT s

S

Name ,
— - .

. ‘ ' R4 * )
1. Did you attend- . T .

(a) all of the sessions? N ’ s
. (b) most of the sessions?
(c). verxffew of the sessions? ; i# . ‘ .

.

\

- 2. The sessions were ' .
.. » - . {(a) too long. .
' - -_— »
s _____(b) too short.

. -“‘l /s (c) just right.--- 4}

-3
. PR !

"3. ‘The times given were ® -
) % .. ; a
. : (a) convenient.™

(b) fairly convénienq.

s

! (¢) not convenient-

-

. 4. The groupéwsﬁould be

(a) more structured.: . )
\ . -

- (b) more flexibie. P ' .

.

3 . " (c) no change.

~- R - - X
. . N

. 5. " Material covered was . .
L . 4

(a) very helpful. . . . N .

e

(b) sort of helpful.

a

-~

(é) not hegpful. |




! 5 Appendi;é 2: (continued)
L "
i 6. Did the group experience . . -
(a) change your ideas about children? Yes No
4 (b) change your methods at home? Yes No
[ (c) help you to ‘communicate better with your '
¢ ' children? oot Yes No
‘ (d) help you to understand the school x ’
: environment? ' . Yes No
(e) change your ideas or attitudes. about ' - ‘
counselors in the elementary school? Yes No
< \ R - .
7. Would you gtend these groups if offered.again? Yes No
8. What did you like best?
. ! )
. ' : _
¢’ P
’ ;‘\ %,
9. What did you like least?
o ‘ M | ’ -
- . - ¢
= 10. What changes would you recomm&nd?
L ) . - _~‘:
- - .i‘ -
R H * .
- * = : : -
Ve \ - Ty TRy
Co |
$ \v . ': ‘ ‘\E ¢ '
N L.
: AR RY '
¢ ‘:\. -'- < “
M)
. YA .
2 Nt - — ,
& ’ 'SIES B ¥ -
¢ DO RN ‘\ p .
. . * '.*:i\‘"\\‘ “
\_?1" - v ” ¥
« ,’.‘.\' ‘ \,‘\ N
., SR N\
N g Y T
Qoo - ~
T .
v NN R .
NS GSR .\5 O s )
. ‘ \ \\\ '} 1 .x
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N . Appendix 2: (continued) .

St. Vincent's Group )
b '~ Session # . P : .
[ e ' , ’
, Lamb: and Reidy 1975 .~ ~ ‘ . .
! ;’ f" -_. ‘ ‘.
P o ‘ - PLEASE DO NOT PLACE '
:' o4 Py YOUR NAME ON THIS SHEET
i- ’
Consumer Survey (or the Nader Report)
{ ' v
1. At this point I think that these Child Study sessions are:
(a) very helpful (d) very little help
) e ~
. (b) somewhat helpful ‘(&) not likely to be helpful at all
) (c) I can't tell
A
B 2,- This session was: v
(a) very helpful _(d) very littje help
. L4
(b) sofewhat helpful (e) no help at all
(c) I can't tell .
. ‘ . “
3. The presentations by the*®leaders were:
{(a) not clear at all (c) mostly clear s
(b) somewhat‘: clear (d) very clear
’ ~
4. To make the next class better, I would suggest
- L d
* - \} .« : P
L ; «J ! -
~
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Appendix 3: Sample Letters

(Y

PROJECT HOME START

. - . : ‘ “ <
. WHO: Personnel, from Longfellow, School
WHAT: A-course in child management techniques .

WHERE: Oak Park Christian Church (Jackson and Ridggland) -

WHEN: Monday afgéxnoons, 1:30 =~ 3:;30 i . .

BONUS ; Babysitfing service furnished
. - kY

i -

During the school year we invite you to come and share codhon concerns,

ideas and problems with us, The parents of kindergarten children and the
parents of. primary age children new to Longfellow will be invited to- o
attend one of the courses offered. Our first course will start on Octo-
ber 1 and continue for eight Mondays through November 26. " St

This invitation in no way indicates that your child is having problems in
school. You are 1nv1ted because we feel that the success of. your child
in school is very lmportnat to you and to him (her). <

ki

Dorothy BLa&f - Pswchqglogist

- v .
< Kathy Fleming - Counselor

(‘ Please complete the following form and return it to school by Thursday,
September 27.
N , L . . -
I will be able to atfend

¢ '

I'will not be‘able to attend

The number of children I will be bringing for sitter service

v

Ages of chlldren for sitter serv1qe

1 . ; ~ Parent's Signature




Appendix 3: (continued)

Dear Dad: ) v . . ) '
., - <
We would like to invite you to a series of group meetings along with
other dads. The purpose for our getting together will be to discuss the
problems of being a father to today's child. We won't be just hearing
A ’ about what the experts say, but in addition we will share our ideas and

learn from one another! .-,

.

We will plan to meet once a week for eight weeks. The school-will furnish
all the materials that we will need.

Won't you please check off which time is best for you? We will meet at
the Monee Elementary School from 7:30 - 8:30. We will notify you of the
day after receiving everyone's sign-up slip. Hope to see tyou?

Jackie Lamb, Counse lor

v . j Loren Ross, Principal
Monday Wednesday o j
Tuesday Thursday\
- R . o C v
. I cannot attend now bgt ;ould like to at another time .
r—-; .
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Appendix 3: (continued)

SAMPLE PARENT LETTER 4

(Eclectic Group)

. .
_) , . s L

" Dear Parents of chilkdren at . 77 :

‘ on : a number of you attended a meeting
’ where a presentatlon was made by - . . At this presenta=
tlon a proposal was made to offer a Child Study Course at

A description of -the course was given and a number of ‘families
signed up Eo be involved in this program. If you signed up at that time, .
you will be contacted by ghone for the final an;aqgemenfE‘for starting the
course: If you were not at the meeting or did not sign up at that time,
this letter gives you a;chance to s%gn up -now.

The Child Study program has been presented in other schools in the area
-Spnd grew out of our contact with‘parents in these various schools. In
working with children, parents and teachers in various schools and agencies,
we have been impreesed with the fact that many parents share common con-

‘ _ cernts about their ché;%::n and families. We have also noted that various
We

Lo

.

families have found s of dealing with se-concerns that gan be useful
to other families. ve attempted to find a way of helping families
deal with their concerns about child management and family communication
that can use the solutions developed by“other families combined with our
own professional background in dealing with ¢hildren and families.

The Child Study program involves what we see as normal problems or concérns
in normal families. All families have dlfflculﬁlés at times. Our goal is"
to a551st families in learnlng better how to ddal with such issues or con-
cerns in such a way that makes the family atmosphere more positive and
hdpefully decreases -the chances of larger problems. We are not attempting
to deal with severely disturbed or dlsordered children and families. We
canh however, assist; families with more serious concerns 1n gaining access
to sources of treaﬁhent in the community. ——._ =

.
ALY

i The program 1nvolves a.series of ten sessions tc be held at the school.

. These sessions will run from 7:00 to 9:00 p.m. starting on .

\ Each session will inyolve a presentation of a topi¢ by a project staff mem-
ber, discussion of this topic, and some practice involving that topic. 1In
addition, each family represented in the Child Study program will be selec~
tlng at least one area of concern for them and developing a new way of
deallng with it. This will involve homework assignments of observation in
the home, practlce in designing few ways of .changing the behav1or.;pvolved, - . '
and ways of evaluatlng the success of the new plan. =~ T

At Ehis point, there are still some spots open in the program. If you are
interested in participating, please fill out the attached form and return

it to , . The only requirements for attending the
\

3
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L Appendix 3:- {continued)

Sample Parent Letter (Eclectic Group) ' ) 7
Page 2 . ., : .
.. (\, &

program are that you are interested in "participating and that you will
. ag¥ee to an interview with project staff members before beginning the
. program and again at the end of the project, In this way, the course can
be designed to meet the needs of the participants and we can also deter-
mine. the ‘over-all effectiveness of the program by interviewing.you after
the completion of the program. :

Sincerely,
“im e 7 -
o AY -“
- —— : -
- [
R .
7
. k]
.
. v
- <
-, .
Tt N
. - . .
- - [
- - /
.
|
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B
-
\ . — N -
*
- -~
.
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y Appendix 3: (continued) ,
[ . . ' . )

________ _—

B T I I o T R I T I R I T TR O TR W
‘e

© N
: "'
h

Yes, I am interested in participating in the Child Study program offered

through #£>‘ % « I understand that the program will
involve ten sessions that will last for two hours each. The first ses-
sion is scheduled for . I also understand that my

family is expected to be interviewed before the first ,session and again
after the last session in the program. I also-understand that durlng the
program, I will select at least one behawvior in my home that I will work
on as an assignment. Please contact me to give me _the spécific details
and arrange the interview.

?

*‘Name . ' ’
Address > . -
Phone Number (Home) * et (Work)
; 4
v —, i“ ~
. .
. - . e /{
: , 1
’ ‘; . -
;o
\
/
£ < ° -



